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ABSTRACT 
The purpose of this correlational study was to investigate factors that impact the implementation 
and successful adoption of blended learning instructional practices in secondary classrooms in 
public schools in the United States.  This study examined the relationship between social 
desirability for the implementation and successful adoption of blended learning instruction and 
teacher efficacy in secondary teachers.  The theories guiding the research were Projection Theory 
from Holmes as the theory relates to social desirability and Social Cognitive Theory from 
Bandura as the theory relates to teacher efficacy.  Both theoretical frameworks relate to potential 
change in behavior.  The data utilized in the research represented 226 secondary teachers from 
multiple districts’ in the United States in preparation for implementation and successful adoption 
of blended learning as a new instructional strategy as a portion of their professional development 
plan.  One survey instrument containing multiple sections was used to collect the data:  The 
Blended Practice Profile (Predictor variable – social desirability for the implementation of 
blended learning instruction) and the Teacher Sense of Efficacy Scale (Criterion Variable – 
teacher efficacy total score and two subscales:  instructional strategies and student engagement.  
A Pearson product moment was used to determine the relationship between the variables. A 
statistically significant relationship was found between social desirability for blended learning 
instruction and teacher efficacy.  Suggestions for future research include implementation of 
blended learning from the lens of student engagement, student efficacy, and the level of support 
from districts and schools for the implementation of blended instructional strategies and teacher 
efficacy.  
Keywords: social desirability, teacher efficacy, blended learning, organizational change  
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CHAPTER ONE: INTRODUCTION 
Overview 
It is standard practice in the educational setting to have the expectation that teachers 
implement new skills or instructional strategies in classrooms in schools to support student 
learning and engagement.  This chapter examines some of the factors which impact how teachers 
implement and successfully adopt new skills and instructional strategies.  The mandate to shift 
an instructional strategy or practice is often external in nature, but the ability and willingness to 
learn and implement the instructional strategy or practice relies on the internal motivation of the 
individual teacher.  With this contextual knowledge, this chapter explains the purpose of this 
study, which is to investigate the identified areas of concern regarding blended learning.  In 
addition, the results of this study will provide new data contributing to the body of knowledge on 
blended learning.  This chapter concludes with a research question designed to investigate 
aspects of the phenomenon of implementation of a new instructional strategy or practice in the 
classroom within an online blended teaching environment.   
Background 
Our continually evolving educational environment with its push for differentiated 
instruction and customized student learning requires advances in instructional strategies and the 
utlization of technology.  Blended learning includes a mix of technology and traditional face-to-
face instruction, which enables students to participate more fully in their learning.  “Asking 
whether online learning is a good thing is much like asking whether email, Target, and TurboTax 
are good things” (Horn & Staker, 2015, p. 2).  In order to prepare students for a 21st Century 
global economy as digital citizens, students need to be educated differently.  The use of digital 
technologies has been become a pervasive integration into the student learning experience 
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(Henderson, Selwyn, & Aston, 2017).  The manner in which students engage and consume 
content necessitates that teachers learn new pedagogies to meet the needs of their students.  
Advancements in technology and increased access for students to these technologies provides 
opportunities for expanded student learning.  By leveraging the online learning environment 
provided by advancing technology, students have increased opportunities for engagement and 
extension in learning process.  
Blended Learning 
Blended learning instruction is defined as an instructional strategy that leverages 
technology and face-to-face instruction working in concert with each other to raise the level of 
student engagement and learning (Graham, Woodfield, & Harrison, 2013).  Turner (2015) 
discusses blended learning as an instructional strategy that relies on the instructor to provide a 
combination of face-to-face instructional delivery combined with the virtual mode of online 
slides, lecture notes, and asynchronous discussions to engage the learner.  Selwyn (2014) found 
that the implementation of the digital technologies in the teaching and learning process is 
inconsistently implemented in the education setting.  Ng (2102) suggests that the effective use of 
student technology is greatly influenced by the overall level of technology use within the school 
day.  The power of the technology to serve as a tool to enhance learning and engage students is 
mediated by the implementation of instructional strategies at the institutional, school, or teacher 
level.  
One of the more recent instructional strategies that is appearing in districts, schools, and 
classrooms throughout the world is blended learning.  Blended Learning is defined as a 
pedagogical approach to learning where the student has control to some degree over the time, 
place, pace, and path of the learning process (Horn & Staker, 2015).  The sense of urgency in the 
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educational setting often causes the shifts to new instructional strategies to be implemented in 
very short windows of time to understand and implement the practices.  Christensen, Horn, and 
Johnson (2011) explain, “In essence, the public schools have been required to do the equivalent 
of rebuilding an airplane in mid-flight something almost no private enterprise has been able to 
do” (p. 51).  Blended learning while providing a platform for increasing the level of student 
engagment by creating an environment that shifts and changes with students’ learning needs and 
daily schedules falls prey to the educational urgency.  Benson and Kolsaker (2015) explain that 
instructors appreciate that a blended learning environment allows for increased expansion of 
instruction to different learning styles, increased content and information accessibility.  In 
addition, blended learning environments more directly meet student expectations regarding 
teaching and learning with technology.  Horn and Staker (2015) expand the definition of a 
blended learning environment beyond the understanding that students have some control of the 
time, place, and pace of learning to include that students also have some control over the path of 
their learning process.   
The frame of reference for how blended learning instruction should occur in the 
classroom is determined by the following two educational technology organizations: The 
International Society for Technology in Education (ISTE) and the International Association for 
K-12 Online Learning (iNACOL).  These oganizations have been the leading force in the use of 
appropriate and thoughtful use of technology in education to support student learning and 
engagement.  In combination, ISTE and iNACOL outline best practices for blended learning 
instruction, which are reflected in the widely accepted Oliver’s Framework for Blended 
Instruction (Oliver, 2014).   
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Oliver’s Frameworks for Instruction in the Blended and Online Environments are 
designed to present best practices to instructors who are implementing digital technology in the 
classroom and to give administrators guidance in considering resources and examining 
expectations.  Oliver's Framework for Blended Instruction provides guidance and information in 
the following six domains: Instruction, Professional Responsibilty, Technology, Planning and 
Preparation, Curriculum, and Instructional Design (Oliver, 2014; Parks, Oliver, & Carson, 2016).  
Each domain on the Blended Practice Profile is designed to address a more detailed and focused 
aspect of instruction.  While all domains are specific to instruction, the day-to-day  
implementation of blended learning instruction is explained in the technology domain.   
In the technology domain, the expectation includes the instructor providing instruction on 
the use of digital resources, emphasizes both traditional and digital learning environments, 
possesses 21st century digital citizenship skills, and manages the technical resources of the 
learning environment (Oliver, 2014).  Christianson, Horn, and Staker (2013) describes multiple 
models for the implementation of blended learning in the classroom: station rotation where 
students rotate between traditional instruction and computer-aided instruction, flipped instruction 
where content is consumed digitally prior to coming to the classroom for traditional instruction 
to the flex model where the majority of the instruction occurrs in the online environment for the 
majority of the content.  Blended instruction environments vary greatly in regard to time and 
engagement within the technology environment.  However, some research has investigated a 
substitution for the number of required content hours with technology-enhanced instruction 
(Deschacht & Goeman, 2015).  Poon (2013) found that the teacher must have an understanding 
of the manner in which students access and engage with the content and resources in order to 
provide a productive blended learning enviornment without unnecessary time requirements.  This 
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new model of instruction that inspires increased student motivation and the development of more 
autonomous learning is representative of the changes in the educational model.  
Poon (2013) highlights the need for the instructor to have some understanding of the 
manner in which students engage in the learning process utilizing technology.  By contrast, Giles 
and Kent (2016) emphasize the need to understand the shift in the learning process and the need 
for technology to play a role.  These two newer perspectives challenge the existing 
methodologies and suggest the need for changes in the pedagogy on behalf of instructors.  The 
change efforts and psychology behind educational constructs should be examined for the impact 
on the desire and ability to learn for both the student and the instructor.  One way of examining 
the ability and motivation for instructors to change behaviors is through educational psychology, 
which involves the study of change of individuals' cognitive-motivational processes.  It is 
through this cognitive-motivational lens with the supporting research that the process of 
individual change can be examined and documented.  
Constructs that Influence Change 
The social sciences use the term construct to discuss an idea or theory which contains a 
number of interacting elements, subjective in nature and developing over time (Kelly, 1963).  
The subjective nature of constructs lies in the manner in which the construct is developed by the 
individual as he/she interacts with the environment, while bringing personal experiences to the 
understanding of the social setting (Bannister & Fransella, 1986).  Blended learning at its core is 
characterized by instructional strategies; however, the level of perceived change that must occur 
for systemic change is impacted by the social setting of the individual and the institution. By 
examining the constructs involved in making behavioral changes, we can begin to understand 
why teachers and students might make changes to their instructional routine, such as the 
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utilization of technology for asynchronous discussion or online assessment strategies required for 
successful blended learning.  In order for these changes to support successful blended learning, 
they must prove to be a desirable change in the eyes of the school, classroom, teacher, and 
student.   
 Edwards (1957) and Crowne and Marlow (1960) examine social desirability as a 
psychological construct, which can impact individual and group beliefs.  The nature of the 
district, school, or even grade-level team is impacted by social group dynamics.  Social 
desirability can become prevalent in these social settings and greatly impact the collective.  
Social desirability is a motivational construct in that it drives an individual to want other people 
to like them.  It suggests that an individual’s behavior is driven by a need to be liked for 
approval. Schools and teachers are not immune to this, as the job requires that all individuals 
work closely together for extended periods of time to impact the learner.  
Additionally, Bandura (2004) draws attention to the following three core constructs, 
which arise from Social Cognitive Theory: self-efficacy, outcomes expectations, and goals.  
These four psychological constructs − social desirability, self-efficacy, outcomes expectations, 
and goals − influence cognitive-motivational processes.  The potentially influential construct of 
social desirability has not been extensively researched in the educational field overall, but 
teacher efficacy as defined in Bandura’s work, is increasingly seen in educational research 
(Bandura, 1982).  The implementation of a new instructional strategy in the educational arena, 
such as blended-learning instruction is influenced by the social desirability construct, as outlined 
by Crowne and Marlow (1960).  Crowne and Marlow (1960) explain that the school setting or 
environment revolves around the social nature of the instructors and students forming group 
beliefs about instructional strategies.  With the addition of Bandura’s (2004) three core 
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constructs − self-efficacy, outcomes expectations, and goals − the implementation of blended- 
learning instruction seems to mediate the desirability to implement the instructional strategy.  
The potential social implications should be examined in the educational setting to provide insight 
into the implementation and successful adoption of an instructional practice as it occurs in 
classrooms.  The influence of these constructs and their potential application is further mediated 
by the individual teacher and the social setting of the educational system, the school, or even the 
specific classroom (Tschannen-Moran & Hoy, 2001).   
Social desirability is not a construct often mentioned when discussing teachers and the 
implementation of new skills or instructional strategies.  Social desirability is defined as the 
tendency of an individual to respond in a manner that is perceived to be overtly positive for the 
approval of others (Crowne & Marlowe, 1964).  Since data in social sciences is often collected 
through self-reporting surveys, the application of social desirability is typically associated with 
reporting ideas and behaviors that other people would approve of and like.  Social desirability in 
this application is defined as the manner in which an individual may respond in a survey 
instrument, and the tendency of the individual to choose items in response to social pressures and 
approval seeking (Ellingser, Smith, & Sackett, 2001).  Holmes (1968) examined the level of 
attribution of intent that serves as the starting point for the application of Projection Theory.  
Projection Theory suggests an individual denies their own negative characteristics and projects 
them onto others around them. Holmes explains that intent and projection are mediated by the 
social setting.  New instructional practices, such as the implementation of blended learning, will 
fall under the same scrutiny as other changes in the educational setting, such as leadership 
change.  The social setting of the institution driven by the personal experiences of the teachers 
can and will determine the acceptance of the change and serve as a launch point for projection. 
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Research to this point has focused on investigating social desirability by overlaying the 
concept of bias to provide understanding of the construct.  Social desirability bias in survey 
research is a form of bias whereby a respondent answers questions in a way that will be viewed 
as favorable by others (Rodriquez-Campos, Bearson, Owens, Egea-Walker, & Bellara, 2014).  
Investigating social desirability changes, taking into account a foundational understanding of 
Projection Theory, provides an understanding of both the positive and negative impacts that 
social desirability could have on the learning and application of a new skill or instructional 
strategy.  Social desirability, while based on the beliefs of the individual, is also prey to the 
social setting and the impact of external factors on the individual.  The negative attribution of 
social desirability has led researchers to examine the construct predominately through a negative 
lens and the impact on reporting related to sensitive subject areas such as drug use or 
compliance.  However, Zemore (2012) investigated the role of social desirability as a source of 
motivation for an individual.  Zemore turns the focus not on the potential bias, which can be a 
part of the social desirability research, but he places the focus on the possible positive outcomes, 
which may be the result of that perceived social pressure.   
While the drive to implement a new skill or instructional strategy in the classroom 
generally comes from external forces, such as district or school leadership, the key to that 
implementation and successful adoption, as well as the level of fidelity of the implementation, 
resides in the individual and the social setting within which a respective teacher works.  Thus, 
the constructs that influence behavior (social desirability, self-efficacy, outcomes expectations, 
and goals) influence the cognitive-motivational processes that inspire behavior change.  Inherent 
in the implementation and successful adoption of a new skill or instructional strategy is the need 
for an individual participating in the social setting to agree to change.  Hayes (2014) views 
20 
 
 
 
change and the change process as a series of interconnected events and the interplay of the 
decisions, actions, and expectations of the individual in the setting.  In application, a theory of 
change holds that an organized and mapped change path with an understanding of all the inputs 
and targeted outcomes will lead to effective and sustainable change (Burke, 2017). 
Teacher Efficacy 
Teacher efficacy, an extension and adaption of the work of Bandura on self-efficacy, is 
another point of investigation in the implementation of a new skill or instructional strategy in 
classrooms.  Self-efficacy is the belief that an individual has the ability to perform at a certain 
level or complete a task regardless of the difficulty (Bandura, 1997).  Self-efficacy has its roots 
in Social Cognitive Theory and is one of the cornerstone constructs which arose from Albert 
Bandura’s work on Social Cognitive Theory (McAuley & Blissmer, 2000).  Bandura (2001) 
discusses Social Cognitive Theory in relation to an individual’s developmental changes over 
time.  He explains that Social Learning Theory shows a direct correlation between a person's 
perceived self-efficacy and behavioral change.  Further, Bandura (1997) suggests that self-
efficacy comes from the following four sources: performance accomplishments, vicarious 
experience, verbal persuasion, and physiological states.  In this way, an individual with low self-
efficacy and perceived lack of content knowledge will find the implementation of a new skill or 
instructional strategy beyond his/her capacity (Tobin & Tippett, 2013).  The use of established 
instructional strategies around knowledge and skill acquisition can potentially raise the efficacy 
of the individual and thus the acquisition process.  
Ahangari, Hejazi, and Razmjou (2014) found that by tying knowledge and/or skills to 
previous foundational knowledge there is a greater likelihood in the retention and use of the new 
knowledge and/or skills set.  The scaffolding of prior content knowledge provides a platform for 
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the application of the zone of proximal development.  The application of scaffolding and the 
zone of proximal development outlines the need to challenge the learner at a level which is a 
struggle, but still achievable as a means for engagement and achievement (Vygotsky, 1978).  A 
shift in the application of the zone of proximal development to a transactional and interactive 
application changes the dynamic of the learner and the social learning setting (El Kadri, Roth, 
Gil, & Mateus, 2017).  This productive struggle relates to the construct of self-efficacy in 
instructional delivery in the classroom and can be applied to student engagement and willingness 
to learn and apply new material.   
Gredler (2012) demonstrated that learners have a greater level of acquisition if the skill 
being learned is tied to prior knowledge.  Self-efficacy − as applied to teacher engagement, 
willingness to learn and to apply material − is called teacher efficacy (Skaalvik & Skaalvik, 
2014).  Teacher efficacy focuses on a teacher’s belief that he or she can affect a change in some 
aspect of their professional life (Tschannen-Moran, Hoy, & Hoy, 1998).  The role of teacher 
efficacy as a vehicle to change a teacher’s base beliefs is paramount to the impact that he or she 
can have on both himself or herself and others around them (Nie, Tan, Liau, Lau, & Chua, 2013).   
Social desirability as a psychological construct examines the impact individual and group 
beliefs (Crowne & Marlowe, 1964).  Social desirability is a motivational construct in that it 
drives an individual to want other people to like them.  It suggests that an individual’s behavior 
is driven by a need for liking and approval.  Self-efficacy as defined by Bandura (1989a) can be 
a factor in an individual’s ability to implement a change in behavior.  More broadly, teacher 
efficacy examines a teacher’s belief around implementation and fidelity for instructional change.  
The application of these theories in the educational setting broadly impacts any changes that 
occur in the district, school, and classrooms.  
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Problem Statement 
Social desirability is a motivational construct in that it drives an individual to want other 
people to like them. It suggests that an individual’s behavior is driven by a need for liking and 
approval (Crowne & Marlowe, 1964).  Poropat (2104) examined the role of social desirability in 
the context of academic performance of the individual student.  This study combines and  
expands the investigation of social desirabity as a motivation for change.  Zemore (2012) and the  
role of social desirability Poropat (2014) in the context of teacher motivation, change and job-
related performance.    
Teacher efficacy is a future-oriented belief about the level of competence a person 
expects he or she will display in a given situation (Tschannen-Moran, Hoy, & Hoy, 1998).  
While teacher efficacy has been studied as a factor in the implementation and successful 
adoption of a new skill or instructional strategy, the investigation to this point has been in 
isolation or concurrently paired with content knowledge (Zuffiano, et al., 2013).  An individual’s 
belief in himself or herself or his or her organization is constantly under the influence of internal 
factors and external forces which can serve as motivation or as discouragement from a path 
(Heydari, Dashtgard, & Moghadman, 2014).  A recent survey (Giles & Kent, 2016) found it is 
imperative for teachers to have philosophical knowledge and understanding that the use of 
technology in instruction is not isolated and must be core to student learning.  The combination 
and interaction of the constructs of social desirability and teacher efficacy that impact the 
implementation and successful adoption of a new skill or instructional strategy in secondary 
classrooms in the United States has not been examined to understand their collective impact on 
teachers’ adoption of new strategies.  Giles and Kent (2016) call for more investigation into 
approaches to increase teacher efficacy for teaching with technology to impact student 
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engagement and achievement.  The problem is that additional research needs to examine social 
desirability and teacher efficacy for the implementation and successful adoption of blended 
learning instruction by secondary teachers in the United States.    
Purpose Statement  
The purpose of this correlational study was to examine the relationship between social 
desirability and teacher efficacy for the implementation and successful adoption of blended 
learning instruction by secondary teachers in the United States.  Social desirability, the predictor 
variable, is defined as the way an individual may respond to a survey or instrument and the 
tendency of individuals to choose items in response to social pressures (Ellingser, Smith, & 
Staker, 2001).  Teacher efficacy, the criterion variable, is defined as the faith or belief a teacher 
has in his or her ability to complete a new task when presented (Bandura, 1997).  The research 
will use a self-reporting survey instrument to determine social desirability and teacher efficacy: 
Blended Practice Profile and Teacher Sense of Efficacy Scale (Parks, Oliver, & Carson, 2016). 
Both the social desirability and teacher efficacy questions utlize Likert scale questions as the 
vehicle for data collection. The Teacher Sense of Efficacy Scale examines the overall self-
reported efficacy of the teacher as well as efficacy on three sub-scales of classroom management, 
instructional strategies and student engagement (Tschannen-Moran & Woolfolk, 2001).  The 
archival data for the population for this study is comprised of 298 secondary public-school 
teachers in the United States completing the survey in the last 24 months.  The respondents to the 
survey are 69% female and 31% male. The ethnicities reported are 66% white, 20% Black or 
African American, 3% Hispanic or Latino, 1% American Indian or Alaskan Native, 1% 
Asian/Pacific Islander, and 9% not identified. The educational level of the respondents is 34% 
Bachelors, 33% Masters, 23% Master’s Plus 30, 4% Ed.S., 1% Ed.D./Ph.D., and 2% other.  The 
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length of teaching time for the respondents was 5% teaching less than 1 year, 17% teaching 
between 1-4 years, 20% teaching between 5-9 years, 21% teaching 10-14 years, 13% teaching 
15-19 years, and 18% teaching between 20-24 years. The classroom teaching environment for 
the respondents was 90% teaching in a physical classroom, 9% floating between multiple 
classrooms, and 1% teaching online.  The teachers are employed in seven middle and high 
schools in several separate geographical locations in the United States as part of multiple 
districts’ preparation for implementation and successful adoption of blended learning as a new 
instructional strategy.  This study examines the possible relationship between social desirability 
(predictive variable) and its potential impact on teacher efficacy (the criterion variable) as total 
scale and on the subscales of instructional strategies and student engagement.   
Significance of the Study  
 Examination of the social desirability has historically looked at the construct from the 
perspective of bias in reporting. Teacher efficacy research has historically been investigated in 
relation to the ability to teach content or implement a new skill or technology in a classroom.  
The two constructs, however, should not be viewed in isolation.  This study will add to the 
literature since it investigates the potential linkage of the social desirability for the 
implementation of blended learning instruction and the reported level of teacher efficacy.   
Dixon et al. (2014) examined a teacher’s willingness to change, as it relates to self-
efficacy.  Findings demonstrated that a teacher could move beyond the construct of isolated self-
efficacy and extend to forces impacting teacher motivation, therefore enhancing learning. 
Zemore (2012) examined the construct of social desirability as a motivational role in change, 
while Poropat (2104) examined the role of the construct of social desirability traits on positive 
academic performance.  This study will examine the role of social desirability as a source of 
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motivation for a change in instructional strategies.   This study extends the understanding of 
forces that can impact teacher efficacy when implementing blended instructional practices by 
teachers to increase student engagement and achievement.  
Definitions 
1. Change Theory – Change theory is defined as a series of interconnected events and the 
interplay of the decisions, actions, and expectations of the individual in the setting which 
result in a change (Hayes, 2014).  
2. Construct − Construct is an idea or theory which contains a number of interacting 
elements which can be subjective in nature and develop over time (Kelly, 1963).   
3. Social Cognitive Theory – Social Cognitive Theory examines learning which results from 
dynamic and collaborative interactions between individuals, groups, and environment 
(Bandura, 1986a). 
4. Human Agency − Human agency is defined as the ability of an individual to make 
decisions and choices and then proceed to act upon those choices (Martin, 2004).   
5. Blended Learning – Blended Learning is defined as pedagogical approach to learning 
where the student has control to some degree over the time, place, pace and path of the 
learning process (Horn & Staker, 2015). 
6. Blended Learning Instruction − Blended learning instruction is defined as an instructional 
strategy which leverages technology and face-to-face instruction working in concert 
together to raise the level of student engagement and learning (Graham, Woodfield, & 
Harrison, 2013).   
7. Self-Efficacy − Self-efficacy is defined as an individual’s confidence in their ability to 
execute and complete tasks when encountered regardless of the perceived or real barriers 
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to completion (Bandura, 1997). 
8. Teacher Efficacy – Teacher efficacy is defined as the belief a teacher has that when 
presented a task the individual believes that he/she can complete the task in his/her 
profession (Skaalvik & Skaalvik, 2010). 
9. TETS (Teacher Sense of Efficacy Scale) – TETS is a Likert style survey of 12 questions 
which examines the level of teacher efficacy overall and on the three subscales of 
classroom management, instructional strategies, and student engagement (Tschannen-
Moran & Hoy Woolfolk, 2001). 
10. Blended Learning Practice Profile – Blended Learning Practice Profile is a Likert style 
survey of 33 questions which provides feedback in six domains of instruction and data on 
the social desirability of the instructional method. (Michigan Virtual Learning Research 
Institute, 2016).   
11. Self-Regulation – Self- regulation is defined as the manner in which an individual 
presides over their own behavior (Bandura, 2004).   
12. Human Agency – Human Agency is defined as the ability of an individual to make 
decisions and choices and then proceed to act upon those choices (Martin, 2004).  
13. Social Desirability – Social Desirability is defined as the manner in which individuals 
respond to questions or decisions in a light which is favorable to others (Crowne & 
Marlowe, 1964). 
14. Cognitive Dissonance - Cognitive dissonance is defined as the action or belief of an 
individual which is in conflict wih their current attitude or belief (Wicklund & Brehem, 
1976).   
  
27 
 
 
 
CHAPTER TWO: LITERATURE REVIEW 
Overview 
The literature review will begin with an introduction of the two foundational theories that 
influence the behavioral changes in instructors: Projection Theory and Social Cognitive Theory.  
These theories provide a framework for understanding the desirability of instructors to learn new 
instructional strategies and the efficacy of these changes in producing improved outcomes in 
learning.  Literature related to Projection Theory and Social Cognitive Theory provides a lens to 
examine research in the areas of social desirability and efficacy.  Both theories have at their core 
a social component that relies on interaction for implementation.  The resulting constructs from 
these theories: social desirability and self-efficacy can and do exist in isolation, but potentially 
have a compounding impact when examined in the educational setting.  Additionally, the 
theories and frameworks behind the data collection tool, Oliver’s Framework for Blended 
Instruction, is presented in this chapter.  In turn, Horn and Staker (2015) is included to provide 
an extension of the relation of technology tool to a blended learning environment as well as a 
definition of blended instruction (Graham, Woodfield, & Harrison, 2013).  
 Theoretical Framework 
Projection Theory 
 Projection Theory results in projection which is defined as "the manifestation of 
behavior by an individual which indicates some emotional value or need of the individual” 
(Murstien & Pryer, 1959, p.370).  Holmes, (1968) differentiates Projection Theory into classical 
projection and attributive projection.  Sherwood explains, “Classical projection assists a process 
of denial, attributive projection assists a process of rationalization” (Sherwood, 1981, p. 446). 
The individual awareness of the possession of a particular trait in oneself lays the foundation for 
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the delineation of different types of projection on to others.  Especially when an individual 
identifies undesirable traits in oneself, this individual is likely to see that trait in others rather 
than oneself.  Sherwood (1979) addresses Projection Theory as a process where an individual, 
whether conscious or unconscious of a trait or skill, projects that trait or skill on another 
individual or group as a means of protecting oneself from a threat.  Classical Projection Theory 
serves as an aid for denial that an individual possesses a trait that he deems negative in oneself 
and must be projected on an inferior other.  With classical Projection Theory, not only will the 
individual deny the existence of a negative trait or characteristic in oneself, the individual will 
extend the denial of the trait or characteristic to their best friend or even social group (Sherwood, 
1981).  Bramel (1962), through the investigation of an individual exposed to the possession of an 
undesirable trait in self, finds an individual would project the undesirable trait on a favored group 
rather than a less favorable group.  In this way, the undesirable trait becomes more tolerable to 
that individual.  It is the differentiation in the individual’s ability to consciously understand his 
possession of the trait that sets apart these types of Projection Theory (Chalus, 1978).   
Holmes (1968) suggests attributive projection takes place when an individual is fully 
aware of and self-ascribes to the characteristic that he is projecting onto others.  On a related 
note, Freud’s work (1956) also addresses the awareness of a characteristic (trait), but Freud 
ascribed that recognition of a trait to a feeling of “reproach” towards other individuals in 
possession of that trait.  The feeling of “reproach” sets into play a cognitive dissonance in the 
individual which must be resolved (Bramel, 1962).  The application of cognitive dissonance 
around the possession of the trait can change the undesirability of the trait in the eyes of the 
possessor (Chalus, 1978).  When the cognitive dissonance is applied to the individual or 
situation, the theory suggests that same individual would then choose to believe that others 
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would also possess the same trait, thus changing the nature of the projection (Horney, 1939).  
While the focus has been on the negative traits, research has also been conducted on the 
attributive Projection Theory for desirable traits.  Goldings (1954) found that when examining a 
trait, such as happiness, the individual possessing the trait can project this trait onto others.  
Similar findings around the projection of desirable traits are also demonstrated in the areas of 
likability and generosity (Wylie, 1957).   
Projection Theory, whether classical or attributive, deals with traits or characteristics 
often interpreted to have negative connotations.  Classical Projection Theory begins with the 
denial of the existence of the trait by the individual and then serves as a defense mechanism. The 
application of defense by provides a means to identify and deal with individual shortcomings in a 
manner which removes a level of threat, fear or inadequacy on the part of oneself (Sherman, 
1981).  While attributive Projection Theory begins with the individual self-identifying with the 
trait or characteristic, then applying that projection to the individual or in-group (Holmes, 1968).  
Sherwood (1981) suggested the group (positive or negative peer group) on which the individual 
projects the traits could also serve as a delineation factor when determining if the application of 
Projection Theory is classical or attributive in nature.  A contributing factor for the application of 
a trait, characteristic, or skill to oneself and a positive peer group may rely on the hypothetical or 
unverifiable nature of the trait, characteristic or skill (Ross, Greene, & House, 1977).  The 
unverifiable nature of the attributed trait can allow an individual to self-identify with little or no 
connection to the reality of the possession.  This outcome related to Projection Theory is called 
false consensus, where an individual believes his characteristics or traits are status quo or the 
commonly accepted characteristic or trait.  
False consensus is defined as when an individual sees his/her “own behavioral choices 
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and judgments as relatively common and appropriate to existing circumstances” (Ross, Greene, 
& House, 1977, p. 280).  Some argue that the sphere of influence Projection Theory has on false 
consensus can be found in the interaction of individual behaviors and social settings.  This 
includes when an individual embraces rumors or even brags about actions or beliefs to a peer 
(Matsueda & Anderson, 1998).  As projection moves from the individual to the area of 
consensus it becomes necessary to examine the accuracy of the consensus belief.  The 
application of attributive Projection Theory at the individual level can rely on the perceived 
consensus of the social group.   
Hoch (1987) believed investigations into false consensus had not examined whether the 
nature of the perceived consensus was appropriate to the social setting, nor the potential impact 
on the performance of the individual or group towards or away from the perceived consensus.  
When individuals were educated about the nature of false consensus effect as a part of Projection 
Theory, the same individuals continued to overestimate the similarities between themselves and 
other individuals (Krueger & Clement, 1994).  False consensus, when looking at positively 
attributing a skill or choice onto another individual or group, moves Projection Theory into the 
realm of social projection.  The importance of the social setting or network the individual is 
actively engaged in has a clear impact on individual opinions and behaviors (Gladwell, 2002).   
An investigation into the impact of social projection has shown that individuals have a 
consistent propensity in self-selected social settings to perceive themselves in a manner 
consistent with the other individuals in the same social setting (Cho & Knowles, 2013).  Social 
projection can be understood through a positive correlation between an individual’s personal 
choice and the projected likelihood that another individual is making the same choice or decision 
(Orhun & Urminsky, 2013).  Social projection provides the opportunity for the personal choice 
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of the individual to permeate the social setting thus expanding the implementation of the 
characteristic or trait.  A body of research has examined the adoption rate of a belief or opinion 
throughout a group of individuals in an interactive social setting and findings suggest the more 
pervasive the belief or opinion within the social setting, the greater the adoption of the belief or 
opinion of the group (Doyle, Sreenivasan, Szymanski, & Korniss, 2016).  The pervasiveness of 
the characteristic or trait that expanded through social projection now carries a greater weight 
which continues to drive the adoption level.  
The internalization and application of experiences by the individual has long been of 
interest to the psychological community.  Freud (1956) suggests that ego was one of the 
foundational underpinnings of the individual to project their beliefs, opinions or inadequacies on 
external individuals.  The ego is the psychological layer to the individual where the 
internalization and application of experiences are rooted and demonstrated for the collective 
community.  When the individual ego is placed in a collective group setting, the power of the 
individual belief relinquishes to identify the belief of the ego to the collective whole (Kashima, 
Wilson, Lusher, Pearson, & Pearson, 2013).  However, the research does not suggest a direct 
correlation between social consensus and perceived accuracy and internal motivational.  
Thereby, external factors play a migrating role in the decision-making environment (Alloy & 
Tabachnik, 1984).  Holmes (1968) differentiated two types of Projection Theory and defined 
attributive Projection Theory as when an individual is aware of the trait or belief within 
themselves and then projects that belief or trait onto to others or groups in a social setting as a 
means of identification.  This projection can lead to a group believing all individuals within the 
group have the same belief or trait.  Social consensus that arises from false consensus is fragile in 
nature and relies on the complex and multiple interpersonal relationships of the individuals in the 
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group (Zhang, Duan, & Geng, 2017).  According to Holmes (1968) individual beliefs or opinions 
and the individual level of attribution serve as the starting point for Projection Theory, but the 
social setting is the mechanism for expansion of a belief or opinion.  Teaching is a social 
endeavour that relies upon the interactions of individuals in the social setting to manifest holistic 
change.  The application of projection in the attributie form in a social network setting such as a 
school provides the teachers with the abiltiy to safely enbrace a change.  With each individual 
projecting a change in behavior on a respected peer group the consesus for the change grows.  
The individual teacher must begin the adoption of the trait in their instruction to reconcile the 
discord between the projection, social consesus, and the current level of fidelity and 
understanding of the instructional shift.  As the individual adopts the a desired characteristic or 
trait the pervasiveness of the trait grows in the social setting leading to increased adoption of the 
characteristic or trait.  
Social Cognitive Theory 
Social Cognitive Theory posits that an individual’s acquisition of skills comes directly 
through observation and social interactions.  Social cognitive theory is based on the 
understanding that behavior functions as the result of the interaction which includes cognition, 
behavior, and the environment (Goddard, Goddard, Kim, & Miller, 2015).  The theory provides a 
framework for the understanding that learning comes from dynamic and collaborative 
interactions between individuals, groups, and the environment (Bandura, 1986b).  The social 
constructs of the theory are the external impacts on the individual, but the internal beliefs and 
actions determine the resulting actions of the individual.  Social Cognitive Theory as related to 
personality could be viewed as the tools and mechanisms an individual uses to interact with 
environment and assign personal meaning to actions and plans (Caprara, Vecchinone, 
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Barbaranelli, & Alessandri, 2013).  Some of the individual components of Social Cognitive 
Theory are identified as self-efficacy and self-regulation (Zimmerman, 2013).  Self-efficacy and 
self-regulation are the internal tools that the individual uses to act upon the socially desirable 
characteristic or trait.  The implementation of those internal tools determines not only the 
timeline for learning and implementation of the characteristic or trait, but they can also dictate 
the individuals prolonged and continued use or fidelity to the characteristic or trait.  
Bandura (1986b) examines the implementation of Social Cognitive Theory as a theory of 
action that has the potential to change a learned behavior.  When examining the willingness and 
the ability of an individual to change a learned behavior, the level of self-efficacy reported 
determined if that individual engaged in the attempt to change the behavior (Heydari, Dashtgard, 
& Moghadman, 2014).  The individual’s application of these internal belief systems to the social 
setting and modeling of behavior or skills is the beginning point for change in the individual.  
The social setting becomes the Social Cognitive Theory in action within the individual.  As the 
level of self-efficacy increases for the individual the level of change in the individual also 
increases impacting the social setting or organization.  Heydari, Dashtgard, and Moghadman 
(2014) observed a positive impact on the reported level of self-efficacy when applying Social 
Cognitive Theory and efficacy to the level of change in an educational program. 
Bandura in his work with Social Cognitive Theory posited that skill acquisition is a 
process with distinct steps that need to occur for successful adoption of and skill by an 
individual.  Bandura (1986a) identified three components that must occur to assure the 
acquisition of a new skill or behavior: observation of the modeled behavior, encoding of the 
behavior by the observer, and translation of the encoded behavior into an action.  The acquisition 
begins with an individual having the skill modeled in a way that is relevant to the learner and is 
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proficient in action (Baldwin, 1992).  The relevancy and level of proficiency of the modeled skill 
leads to a stronger social sense and fortifies relationships with the observed group of likewise 
individuals such as teachers (Erwin, 1994).  This improved feeling of the relationship increases 
the sense of identification and worth.  The identification increase is seen not only in the group or 
individual modeling the behavior, but also with the desired skill creating social capital for the 
group and the skill.  When applied as a construct to support Social Cognitive Theory, the 
application of social capital provides a better understanding of the need for social behaviors in 
the acquisition of skills (Chiu, Hsu, & Wang, 2006).  
When reviewing the three components outlined by Bandura, social capital plays a role in 
the encoding of the behavior of the observed person modeling the skill.  Social capital is defined 
as the social structure of the organization that adds value or determines action on behalf of an 
individual within the social structure (Coleman, 1990).  Districts, schools and even classrooms 
rely on the naturally occurring social capital to move forward and structures on methodologies 
such as something as simple as a bell change to something as complex as a new instructional 
strategy in the classroom like blended learning.  The social network of the individual and the 
resources that the social network brings to the individual greatly influence the level of sharing 
and modeling, resulting in the efficacy of knowledge exchange (Lane & Lubatkin, 1998).  Social 
capital is also described as having three components:  framework of the network, relational 
nature of the social network and cognitive and the shared meanings of the network (Nahapiet & 
Ghoshal, 1998).  The emphasis on the social network was heralded by Bandura (1989b) as being 
the lever by which an individual’s behaviors are shaped, such as the school or classroom serving 
as the social network. 
The translation of the encoded skill into action relies on the self-regulation and agency of 
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the individual.  Self-regulation is defined as the manner in which an individual presides over 
their own behavior (Bandura, 2004).  Human agency is defined as the ability of an individual to 
make decisions and choices and then proceed to act upon those choices (Martin, 2004).  
Individuals use a variety of techniques and tools to regulate themselves through the process of 
learning a skill.  When there is a specific end target for the aquistion of a skill, many individuals 
will use checklists and progress monitoring of tasks until the new skill is aquired (Koo & 
Fishbach, 2014).  If the skill is not of such a discrete nature, but may cover a concept such as 
academic self-regulation, then the interest level of the individual becomes a contributing factor 
on the level of regulation and action on the part of the individual (Lee, Lee, & Bong, 2014).  The 
translation of the observed behavior into an action is the shift from belief to agency on behalf of 
the individual.  The core of human agency is the belief that an individual has control of the 
events that can and do affect his life (Bandura, 1989a).  Human and personal agency present 
themselves in an individual’s ability to self-regulate their interactions within the environment 
and social forces.  Human agency plays the role of a compelling force in the individual to make a 
change to any aspect of their life including necessary changes as requirements for jobs shift and 
move as needed for social settings growth.  Lent (2013) highlights that agency can be impacted 
by many factors including social and financial environments.  A level of self-regulation must be 
present for the belief to be transformed into action (Hasking, Boyes, & Mullan, 2015).  While 
social forces play a leading role in the progression of the acquisition of a skill, the social forces 
reduce in nature and the individual forces become the driving factor for application and retention 
of the skill (Zimmerman, 2013).  These same social forces in the educational setting ensure the 
required rapid growth of a skill set by a large number of individuals required for the potential 
scale of the implementation.  The social forces also influence the continued individual 
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motivation to ensure that skills and strategies learned continue to implementation fidelity that 
result in educational change.  
Bandura’s (2004) core constructs encompass both the internal and external forces in the 
application of Social Cognitive Theory.  The internal (cognitive) portion of the theory seeks to 
explain knowledge acquisition of skills or beliefs, while the external (social) quality addresses 
some of the behavioral or environmental aspects that impact the acquisition of the skill or trait 
(Stajkovic & Luthans, 1998).  Self-efficacy is one of the core constructs of Social Cognitive 
Theory. This construct has been proven to directly impact the willingness of the individual to 
engage in the process of the acquisition of a new skill (Heydari, Dashtgard, & Moghadman, 
2014).  The second core construct listed by Bandura was outcome expectations. The outcome 
expectations are the force and direction to the application of the Social Cognitive Theory.  When 
outcome expectations are outlined and understood there is a linear connection with the individual 
planning and action (Wohrmann, Deller, & Wang, 2013).  The final core contruct outlined is 
goals.  This construct in Social Cognitive Theory directly relates to the agency of the individual.  
If the individual is allowed to set goals in the application of Social Cognitive Theory and the 
acquisition of skills, the intention to act or human agency towards the goals occurs at a much 
higher rate (Oppong, 2014).  The perceived fit of the goal, skill or trait undergoes a cognitive 
analysis of an individual’s ability to integrate the goal, skill or trait into the daily practice or life 
(Cable & DuRue, 2002). 
Further research has identified Social Cognitive Theory as the reciprocal nature of 
personal interactions, behaviors, and the social networks of the individual (Chiu, Hsu, & Wang, 
2006).  Through the process of interpersonal relationships, the individual can learn specific 
social behaviors that can be unique to the group or social setting.  Bandura (1991) highlighted 
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the idea that if only external factors were at the root of individual action then individuals would 
simply be reactive agents; but the additional layers of self-reflection and regulation ensure the 
internal, as well as the external, factors of Social Cognitive Theory.  It is through the acquisition 
of tailored and often specific social behaviors, which come by way of observation and 
interaction, that the ability to improve the existing or new interpersonal relationships takes place 
(Baldwin, 1992).  The interactive nature of the classroom and school utilizing existing and 
emerging organizational structures provides the time and space for teachers to engage in 
thoughtful and reflective practices that further the development of instructional skills and 
strategies ensuring an internalization of the desired change.   
The theoretical framework highlights the research conducted around Projection Theory 
and Social Cognitive Theory as each of these theories operates in isolation.  Projection Theory 
research provides an understanding of the construct of social desirability.  The information from 
the research and an understanding of the application of projection (classical or attributive) 
underlines the social nature of the Projection Theory.  Social Cognitive Theory research provides 
and understanding of human behavior and the acquisition of skills.  Later research highlights the 
reciprocal nature in the application of Social Cognitive Theory. The social nature involved in 
both theories are key to the acquisition and implementation of a skill in a social setting.  
Education and learning are social institutions that rely on interaction between content, methods 
of delivery, institutions and individuals to ensure student learning.  The level of urgency that the 
educational system places on students and teachers extends the need for the social aspect of 
teaching and learning.  The constructs of social desirability and teacher efficacy that result from 
the application of Projection Theory and Social Cognitive Theory rely on the social setting that 
exists in schools and classrooms to flourish.  The implementation of a new instruction strategy 
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like blended learning in a secondary school and classroom may be greatly impacted not only by 
these theories, but by their resulting constructs.  
Related Literature 
Social Desirability 
Social desirability is defined as the tendency of an individual to respond in a manner that 
is perceived to be overtly positive (Crowne & Marlowe, 1964).  Early research by Edwards 
(1957) examined the construct of social desirability as a one-dimensional action that provides 
singular insight into the way an individual presents himself to others.  The belief is that the 
individual responds in a way to ensure he or she is seen favorably by others (Rodriquez-Campos, 
Berson, Owens, Egea-Walker, & Belara, 2014).  The responses provided by the individual, while 
presenting a positive impression or opinion, are independent of the individual’s true feelings or 
actions and can be the result of individual impression management (Brenner & DeLamater, 
2014).  It has been demonstrated the context of the situation in which an individual is operating 
can lead to the presentation of oneself in the socially desirable manner (de Vries, Zettler, & 
Hilbig, 2014).  Social desirabilty is subject ot the social forces that are inherit in any group 
setting.  Educational settings, such as district, schools, and importantly classrooms, make up the 
social network that can imapct social desirabilty for all individuals that willingly on unwillignly 
comprise the social network.  
Due to the nature of the dynamic interactions within groups in a variety of social 
networks, the social sciences have led to an increased amount of data and research being 
collected around the impact of social desirability.  Social science and educational research have 
relied upon self-administered surveys and questionnaires as a primary method of data collection 
(Clifford & Jerit, 2015).  The reliance on the self-reporting tool as a primary data collection 
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methodology increases the potentially inaccurate responses, including over claiming a belief or 
trait and/or overconfidence in the individual’s belief system or skill set (Bensch, Paulhus, 
Stankov, & Ziegler, 2017).  The collection of data in the social sciences by self-reporting has led 
to social desirability bias in reporting (de Vries, Zettler, & Hilbig, 2014).  Social desirability bias 
occurs when an individual responds to the self-reporting survey and answers the questions based 
on their individual or group motives rather than on the actual content of the question (Mckibben 
& Silva, 2015).   
Self-reporting tools can also be impacted by inattentive participants are an additional 
factor in self-reporting surveys that impacts biased collection of data.  Research demonstrated 
that inattentive or careless survey respondents using answering strategies such as patterned 
responses yielded higher scores on the perceived socially desirable construct of creativity 
(Mckibben & Silva, 2015).  Recent research has conlcuded that older individuals have higher 
levels of social desirable bias reporting (Haberecht, Schnuerer, Gaertner, John, & Freyer-Adam, 
2015).  Extending the previous research on the examination of age in social desirability bias 
reporting concluded that age, particularly those over the age of 50, had an impact on the manner 
in which a respondent answers survey questions (Vigil-Colet, Morales-Vives, & Lorenzo-Seva, 
2013).  The social sciences have identified many areas in which the concept of social desirability 
bias reporting tends to appear, including personal income, illegal, or elicit acts, intellectual 
achievement, compliance and/or competence.  It is these types of sensitive questions, potentially 
having a larger impact on the reporting bias that skews the reported results towards the perceived 
socially desirable outcome (Krumpal, 2013). However the ease of collection data methodology, 
especially with the readily accessible technology, increases the use of self-reporting surveys as a 
viable tool in spite of the opportunity for bias to appear in the results.  
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Social desirability bias as an extension of social desirability construct shows some 
individuals will respond to questions or prompts in a manner they believe to be the desirable 
choice instead of their true feelings about the topic (Brenner & DeLamater, 2014).  In a study 
about leadership, Densten and Sarros (2012) found self-deception and perceived public   
impressions upon others were a motivating factor in the bias of the self-reported data.  Brenner 
and DeLamater (2013) also investigated self-reported data of physical activity by individuals.  
They found the desire to present oneself in their desired identity led to the over reporting of 
behaviors.  When examining the responses to questions from a professor to undergraduate 
students, the data showed the students were responding in a way they believed was in a favorable 
manner to the lecturer (Korstanje, 2012).   
The context and usage of data collected in the self-reporting surveys has a potential 
impact on the reporting bias.  A self-reporting tool perceived to be high stakes and potentially 
impactful on the individual in his or her personal life or career will show a higher level of bias 
reporting (Tracey, 2016).  Krumpal (2013) researched the context and content questions often 
used in self-reporting surveys, such as compliance and behavior questions.  They found these 
types of contextual questions have a larger potential impact on the reporting bias.  The level of 
social desirability bias reporting when collecting data through individual responses to surveys is 
an established constant (DoDou & de Winter, 2014).  However, a conflicting investigation 
demonstrated that the level of social desirability bias in reporting is not a constant factor and has 
had a reported variation based on the interactions of individuals within the group (Haberecht, 
Schnuerer, Gaertner, John, & Freyer-Adam, 2015).  The result of over reporting leaves doubts 
upon the use of social desirability construct; however, research conducted by Persson and 
Solevid (2014) concluded the investigation in correlation with other measured variables is not 
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put at risk in self-reported surveys, regardless of the potential over-reporting of a behavior or 
skill.  
Social desirability can be identified in the development of the phenomenon of idealism 
and the formation of social consensus (Bateman, Valentine, & Rittenburg, 2013).  Poropat 
(2014) acknowledged that social desirability can be associated with the personality factors of an 
individual such as extraversion or agreeableness.  A high stakes and potentially impactful survey 
that produces a higher level of bias (Tracey, 2016) potentially begins the process of consensus 
effect.  Brenner & DeLamater (2014) stated while the individual may have presented a positive 
impression or opinion, these impressions can be independent of the individual’s true feelings or 
actions and can be the result of individual working to reconcile their internal impressions of 
oneself with potentially conflicting impressions or opinions.  This extends to the potential impact 
on the performance or behaviors of the individual or group towards or away from the perceived 
consensus.  An additional factor from a recent study suggests that self-reporting measures have 
shown bias due to the internal mechanism of cognitive dissonance within the individual (Kahn, 
Ratan, & Williams, 2014).   
Cognitive dissonance is defined as the action or belief of an individual in direct conflict 
with their current attitude or belief (Wicklund & Brehem, 1976).  In order to reduce experiencing 
cognitive dissonance the individual must engage in discrepancy reduction in order to remove the 
source of the dissonance (Hinojosa, Gardner, Walker, Cogliser, & Gullifor, 2017).  Proulx, 
Inzlicht, & Harmon-Jones (2012) highlight that dissonance can occur in the individual not only 
on a social cognitive level, but also at the level of individual perceptions and values.  An action 
model of dissonance resolution frames the result of the dissonance as a motivational process 
which can result in behaviors alleviating the conflict (Harmon-Jones, Harmon-Jones, & Levy, 
42 
 
 
 
2015).  Randles et al. (2015) focuses on dissonance occuring in relation to compliance, finding 
this perceived dissonance in the indivudal can lead to greater affirmation to the belief.  The 
validty of the belief is not in question, however the percieved dissonance results in increased 
amount of time and focus directed to the problem, goal or belief (Guazzini, Yoneki, & Gronchi, 
2015).  The effect of social desiability on the building of social consensus is a direct result of the 
multiple interpersonal relationships the individuals have within the group (Zhang, Duan, & 
Geng, 2017).  Through expansion by consensus effect, the percieved dissonance in the group 
setting contributes to the increased impact and intensity of change in attitude by the group 
struggling with the dissonant belief (Martinie, Olive, Milland, Joule, & Capa, 2013).  The social 
context and the actions and beliefs of the group have the ability to shift the goals of the group to 
the achieved consensus (Lindenberg, 2014).   
The resulting dissonace between the individual’s professed self and the individual’s 
reality of self can result in individual motivation.  A review of dissonance as a motivational 
factor demonstrates that resolving the inconsistencies casued by the discrepancy generally relates 
to behavior and action associated with the behavioral change (Harmon-Jones, Harmon-Jones, & 
Levy, 2015).  Zemore (2012) found individuals identifying with a socially desirable construct 
tend to immerse themselves more deeply in the social setting around the identified construct, 
allowing for motivation to change to impact the individual.  A result of the dissonance between 
the arrived socially constructed consensus and the individual, combined with the cross group 
interactions, can result in a higher level of self-motivation (Davis, Wright, Aron, & Comeau, 
2013).  Edwards (1957) focused on the nature of social desirability as being one-dimensional and 
residing in the reported bias alone.  The one-dimensional approach was based on the 
understanding that the survey tools used items that only realted to one specific construct 
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(Vesteinsdottir, Reips, Joinson, & Thorsdottir, 2017).  The dynamic of social desirability as two-
dimensional beginning with the reported bias which indicates a need for approval on the part of 
the individual is recognized.  However, the second dimension to the process is individual 
reflection on the percieved level of individual change needed by the individual to reach the self-
reported level of social desirabilty (Helmes & Holden, 2003).  Ventimiglia & MacDonald (2012) 
found that when both one- and two-dimensional models occur that there is a higher correlation 
with the two-dimensional model.  Ross, Greene, & House (1977) identified a contributing factor 
for the application of a trait, characteristic or skill to oneself and a positive peer group may rely 
on the hypothetical or unverifiable nature of a trait, characteristic or skill.  Wojcik and Ditto 
(2014) expand on the research when examining motivation and self reported levels of personal 
happiness, finding that the absense of effective validation of the variable led to the increased 
scrutiny of that samevariable.  Dys-Steenbergen, Wright and Aron (2016) found these highler 
levels of self motivation have a lasting effect on the individual level of self-efficacy. 
Teacher Efficacy  
Teacher efficacy can be examined outside the frame of individual beliefs, but also within 
the frame of teacher willingness (Dixon, Yssel, McConnell, & Hardin, 2014).  While the level of 
self-efficacy has been traditionally examined as a within-person approach, research has 
demonstrated that self-efficacy can be seen in between-person results (Vancouver, Gullekson, 
Morse, & Warren, 2014).  Collective willingness and shared learning can build collective 
efficacy in a group experiencing a modeled skill (Angelle & Teague, 2014).  Bandura (1997) 
expanded the framework of efficacy to include a reference to collective efficacy defined as the 
group’s shared belief in its ability to organize and execute a course of action.  This extension of 
efficacy moves beyond the application of the belief system of the individual, to the application of 
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the belief system with research showing that collective efficacy more than self-efficacy has a 
direct impact on task performance (Cherian & Jacob, 2013). Moreover, the level of individual 
efficacy for instructional strategy can be elevated by utilizing a supportive professional 
development environment and the established collective efficacy of the group (Lotter, Smiley, 
Thompson, & Dickenson, 2016).   
Celik and Yesilyurt (2013) perceived technology efficacy as reported by the teacher 
could explain the attitudes of teachers applying technology to instructional practices within his 
classroom.  Mahmoee and Pirkamali (2013) found a consistent linkage between self-efficacy of 
the individual and the resulting teacher behavior and student achievement, and college students 
studied demonstrated that individuals with high levels of self-efficacy believed that effort and 
desire impact the ability to change intelligence (Komarraju & Nadler, 2013).  The level of 
change required in by teachers in an educational setting relies on this increased level of efficacy 
to ensure that the initial learning occurs, but also the change remains consistent to the level of 
fidelity to impact student achievement.   
Blended Learning 
 According to the 2013 annual review of policy and practice for online and blended 
learning in the K-12 setting, schools in 24 states as well as the District of Columbia, were using a 
blended instructional approach (Watson, Murin, Vashaw, Gemin, & Rapp, 2013).  Blended 
learning instruction is defined as an instructional strategy that leverages technology and face-to-
face instruction working in concert with each other to raise the level of student engagement and 
learning (Graham, Woodfield, & Harrison, 2013).  Furthermore, the blended leaning enviroment 
is defined as an approach to instruction where the individual student has control over some 
aspect of the time, place, path and pace of the instructional content (Horn & Staker, 2015).  The 
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power of blended learning comes from the daily implementation by both the teacher and the 
student to utilize and leverage technology in instructional practices.  Daily examples of blended 
learning could include the utilization of websites providing standards and objectives to students 
and parents, utilization of formative assessment data collected through technology, and having 
hours for student interaction both synchronous and asynchronous outside of the typical school 
hours (Oliver, 2014).  In many cases blended learning instruction is provided by the teachers to 
the students leveraging a Learning Management System: these systems provide the opportunities 
for students to participate in discussions outside the classroom, participate in formative 
assessments and receive instant feedback through the system (Padilla-Melendez, del Aguilar-
Obra, & Garrido-Moreno, 2013).  Inherent in the implementations of blended instruction 
variations in the tools, applications, and time with the technology will vary to meet the needs of 
the instructional setting.  Deschacht and Goeman (2015) replaced fifty percent of the traditional 
face-to-face content approximately eight of 16 hours with technology enhanced instruction using 
web-based applications such as videos and formative assessments to arrive at a percieved level of 
blended instruction. As a result, Deschacht and Goeman found that the toal proportion of 
students completing the coursework was slightly larger with the implementation of the blended 
instructional model.  
Several driving factors are causing the shift to blended learning instruction as an 
educational option such as the growing population, rising enrollments, scarcity of space, and 
economic impact (Baepler, Walker, & Driessen, 2014).  As districts and institutions move to the 
implementation of blended learning, the focus and energy moves to the need for digital tools, 
literacy and content.  Reid (2014) identified access to reliable technology and the complexity of 
the technology tools as an external factor which must be addressed for a successful blended 
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learning initiative.  Ting (2015) notes that students today have the skills necessary to create, 
access and share digital content.  The conclusion is individuals who have a high level of digital 
literacy have the ability to adapt to the online or blended learning instructional environment 
(Mohammadyari & Singh, 2015).  In order for students to be successful in the blended learning 
instructional environment they must be be digitally literate (Tang & Chaw, 2016).  Brown (2016) 
concluded that the technological component of blended instruction is consistently influential in 
the change of traditional instruction.  Tradtional instruction is characterized by the use of 
traditional materials such as textbooks where first instruction into a specific topic happens in a 
classroom setting under the direction of the teacher.   
The digital and technological features of the implementation and successful adoption of 
blended learning instruction are only one portion of a successful move to the blended learning 
environment; other pedagogical considerations must be addressed in the process (Benson & 
Kolsaker, 2015).  The focus on blended learning instruction not only needs to consider the role of 
technology, but must also consider the supports needed for teachers to implement the enhanced 
face-to-face instruction that is a required portion of the instructional strategy (Means, Toyama, 
Murphy, & Baki, 2013).  The other hallmark features of blended learning, enhanced face-to-face 
instruction, supplemented with technology, provide the means to personalize and extend the 
instruction for the individual student (Graham, Woodfield, & Harrison, 2013).  Internationally, 
this instructional approach has been identified as hybrid learning or mixed learning.  However, at 
the core of blended learning instruction is the combination of enhanced traditional instructional 
stratigies combined with technology rich instruction (Kazu & Demirkol, 2013).  With the support 
of the face-to-face instruction, blended learning instruction promotes both the independent 
learning necessary for academic growth, as well as support for students in the online 
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environment (Deschacht & Goeman, 2015).  The belief is that by introducing a hybrid vision of 
instruction the students can get the best of both genres of instruction and increase engagement 
and ownership of his or her learning and the learning process (Christenson, Horn, & Staker, 
2013).   
Graham et al. (2013) developed a framework for the successful implementation of 
blended learning instruction.  This framework included the strategy for implementation, the 
necessary internal structures including technology and pedagogy, the supports for the faculty 
through professional development and instructional supports for the learner.  One core 
consideration when investigating the frameworkfor implementation is the need to begin with the 
definition of blended learning, followed by a detailed implementation plan supported by 
research.  The implementation phase advocated by Graham et al. (2013) highlights the need for 
setting expecations, measures, common language, and definitions of the type of program being 
implemented.  The process of simply identifying instruction as blended learning instruction does 
not produce a convergent understanding of the instructional practice; the definition and 
implementation often hinges on the personal interpretation of the practice rather than an 
institutionalized understanding (Hinrichsen & Coombs, 2013).   
As institutions have adopted the broad or nebulous definitons of blended learning 
instruction, it becomes difficult to identify the level to which the instruction is actually occurring 
in classrooms (Graham, Woodfield, & Harrison, 2013).  One of the resulting approaches which 
arises from the difficulty in identifying and documenting the level of implementation around 
blended learning instruction is to actually shift the mindset of teachers, but also students when 
examining the implementation of this instructional model.  As universities, districts, and schools 
delve deeper into blended learning, some institutions are framing the instructional tool as a 
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mental model rather than a discrete, quantifiable approach (Moskal, Dziuban, & Hartman, 2013).  
A mental model is defined by Senge (1990) as an internally and individually held picture of the 
world or situation which can be influnced greatly by the context or setting.  The approach of 
deliniating blended learning instruction as a mental model lends to the potential that instruction 
may be documented as blended based solely on the opinion or belief of a single individual.   
Most institutions rely on others to define blended learning instruction and the resulting 
environment in which it is implemented. One common example of blended learning instruction is 
flipped learning.  Using technology, the learner partakes in or consumes the traditional lecture-
style instruction as an out of class activity such as a video taped lecture.  In turn, when returning 
to the brick and mortar classroom, the learner receives face-to-face instruction based on the the 
previously presented content (Roach, 2014).  This blended learning instructional approach 
coupled with improved technology and wide ranging digital content has students accessing 
resources and materials above and beyound the scope of the traditional educational setting (Lai, 
Khaddaget, & Knezek, 2013).  Merchant (2012) advocates for leveraging this self-initiated level 
of informal techology use and digital content access to enhance the formal educational and 
instructional setting.  Shifting teachers into the role of the learner as new instructional skills and 
strategies are introduced produces divergent results.  As Giles and Kent’s (2016) research reveal 
that while pre-service teachers have experience using technology in their daily lives, the level of 
technology instruction in preparation programs in minimal to none.  This disconnect between 
social uses of technology and technology in the aid of instruction provides fertile ground for the 
diffusion of innovation and technology to support instruction.  Rodgers explains diffusion as “the 
process by which an innovation is communicated through certain channels over time among the 
members of a social system” to hopefully reach saturation (Rodgers, 2003, p. 5).  All teachers 
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and instructors implementing blended learning have access to professional development on uses 
of technology.   
In an organizational setting, one of the largest contributing factors to initiating a change 
in behavior is job statisfaction on behalf of not only the individual, but also the instiution (Iljins, 
Skvarciany, & Gaile-Sarkane, 2015).  Projection Theory and Social Cognitive Theory potentially 
play a role in the level of job statifaction.  The constructs that result from the two theories are 
social desirability and efficacy. These contructs play a key role in determining the magnitute of 
possible change and the individuals belief that the orer of change can be completed. The 2014 
Horizon report, which collects and quantifies survey data around technology topics and trends, 
still identified digital fluency and confidence with emerging technologies by the instructor as a 
potential barrier to scaled implementation of blended learning (Johnson, 2014).  The report 
points to the lack of a diffusion process around blended learning at the strategy phase of the 
implementation.  
Graham (2013) highlights several reasons why schools and institutions are moving to 
blended learning instruction, including improved individual learner outcomes, convenience, and 
cost of the instructional strategy.  As institutions, schools, and districts move forward with 
implementing the blended learning instructional model, universities continue to conduct research 
into the impact of the change to blended learning instruction as compared to tradtional face-to-
face instruction.  In summary, the data collected from various studies does not provide a clear 
picture of the impact of the shift to the blended instructional model.  Graham found that when the 
blended learning instructional model was applied to a high school biology curriulum the 
experimental group performed higher on post assessments than the students in the control group 
(Kazu & Demirkol, 2013).  In addition, a study of high school students conducted in New 
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Zealand found no significant differences in the academic achievement of students participating in 
blended learning versus a more traditional instructional model; however, students, when rating 
the educational experience, indicated that the percieved level of learning by the students was 
higher in the blended learning implmentation (Smith, 2013).  While the research is currently 
providing inconsistent results for student acheivement, this once again may be the result of 
fidelity to the definition and implementation of the instructional model.  A 2014 review of 
literature in the area of blended learning concluded, in most cases, the level of implementation of 
the technological portion of blended learning focused on reproducing or reinforcing existing 
tasks in the classroom (Kirkwood & Price, 2013).  Shank and Cotton (2014) found variation in 
the level of self-efficacy as related to different tasks related to the use of technology by teachers 
for instruction.  The general sense of efficacy of the teacher and student around the use of 
technology had an impact academic efficacy resulting in a higher level of implementation of the 
technology tools as an integral part of instruction and learning (Giles & Kent, 2016).  
Utilizing blended learning instruction as a tool with in-service teachers has shown 
knowledge acquisition growth by the in-service teachers, additionally all of the in-service 
teachers in the research found blended learning instruction provided additional time for reflection 
and independent application of the skills and an increased awareness in the self-efficacy of the 
teacher (Ho, Nakamori, Ho, & Lim, 2016).  As a result of professional development, research 
articles, and coverage in the educational technology press, there is now a convergent body of 
evidence that blended instruction in the K-12 setting has become a socially desirable construct 
(Watson, Pape, Murin, Germin, & Vashaw, 2014).  Giles and Kent (2014) extended the focus to 
specific uses of technology and found that when technology was used as a means of 
communication and collaboration through social networks the impact on efficacy was higher.  
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The utilization of the technology and social networks leverage the social nature of education and 
learning and extended the level of communication and collaboration beyond the normal 
constraints of time and place imposed by a traditional classroom environment. 
A 2013 focus group of middle school teachers were gathered to discuss blended 
instruction (Michigan Virtual Learning Research Institute, 2016). The feedback indicated 
teachers felt the blended pedagogical approach to instruction was the most socially desirable 
instructional practice with the potential to impact student learning and engagement.  
Additionally, this group of teachers discussed and believed blended learning instruction 
supported a strong pedagogical framework.  However, an additional data point from the focus 
group discussion and from survey data highlighted that the pressure from their administrators to 
change the instructional practice was very strong (Michigan Virtual Learning Research Institute, 
2016).  Research has shown that the instructional leadership in a school is a positive predictor of 
the efficacy beliefs of the group Goddard, Goddard, Kim, & Miller (2015).  Chin, Li, and Leung 
(2016) investigated the impact of positive supervisor support to demostrate that the positive 
support had a direct impact on the reported levels of general-efficacy of individuals in the 
organization.  A convergent body of research suggest support for and the desirability of blended 
learning instructional strategies.  By contrast, the same findings also indicate that these same 
teachers, despite support from school leadership, were not sure how to implement these 
instructional strategies in their daily practices (Parks, Oliver, & Carson, 2016).  Kunnari and 
Ilomki (2014) found teachers teaching in a dichotomas manner, implementing older instructional 
strategies while simulatenously attempting to integrate or change to the new instructional 
models. There is evidence in reports from the focus groups that the term “blended learning 
instruction” was being identified as a practice that had merit for instruction in a classroom 
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(Michigan Virtual Learning Research Institute, 2016).  The belief by teachers that the shift in the 
instructional strategy to a blended learning instructional approach helps to frame the social 
desirability of implementing an instructional strategy in a positive and potentially impactful 
manner.  Research has shown that teachers who self-identify as implementing blended pedagogy 
are, in reality, more aligned with teachers implementing a traditional approach to instruction in 
the classroom (Parks, Oliver, & Carson, 2016), despite pressure to change and update blended 
learning practices (Michigan Virtual Learning Research Institute, 2016).   
Graham, Woodfield, & Harrison (2013) concur that a valid and reliable measure of a 
blended learning environment has been difficult to establish given the imprecise and 
nonstandardized nature of the pararmeters of implementation.  Despite the varied definitions of 
blended learning, focus groups (Michigan Virtual Learning Research Institute, 2016) have 
indicated the blended learning instruction is an instructional practice which holds merits for 
today’s classrooms and students (Parks, Oliver, & Carson, 2016). 
This shift in instructional strategy from traditional teaching to blended learning requires a 
change on the part of both teachers and students in the system.  Kunnari and Ilomki (2014) found 
when teachers implemented a change in their instructional processes they tended to use both 
traditional and blended learning strategies. The combination of face-to-face instruction, which is 
a required component of the blended learning environment, lends itself to the combination of 
traditional and innovative instructional strategies by the teacher. (Means, Toyama, Murphy, & 
Baki, 2013).   
Summary 
Projection Theory and Social Cognitive Theory serve as the foundation for the constructs 
of social desirability and teacher-efficacy. Holmes (1968) describes two applications of the 
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Projection Theory: classical projection and attributive projection.  Sherwood (1981) suggested 
the group in which the individual is projecting the trait or skill onto can serve as the delineating 
factor in the application of Projection Theory. The differentiation of the individual consciously 
understanding his/her possession of the trait sets apart the types of Projection Theory.  Through 
the act of acknowledging the existence of the trait in oneself the individual must make a 
conscious decision on the merits (positive or negative) of the trait.  The application of merit to 
the trait is a driving factor in the type of projection (Chalus, 1978).  Ross, Greene, and House 
(1977) examined the impact Projection Theory had on the development of a false or perceived 
group consensus.  Projection through complex interactions and relationships led to individuals in 
a group having a sense of shared belief (Zhang, Duan, & Geng, 2017).  Social Cognitive Theory 
provides an understanding that behavior functions as the result of the interaction which includes 
cognition, behavior and the environment (Goddard, Goddard, Kim, & Miller, 2015).  Bandura’s 
(1986) Social Cognitive Theory provides a framework for understanding the dynamic and 
collaborative nature contained within social settings and groups.  Zimmerman (2013) identified 
two key elements, self-efficacy and self-regulation, as specific individual constructs which are a 
product of Social Cognitive Theory.  Bandura (1991) highlights the role of the individual in self-
reflection and regulation are key components of the Social Cognitive Theory.   
Projection Theory and Social Cognitive Theory provide the theoretical groundwork for 
an investigation into the psychological constructs of social desirability and teacher efficacy.  The 
understanding of these theories can be applied to the implementation of blended learning 
instruction, as this strategy is examined in light of the social setting that exists in a school and 
classroom and the nature of individuals to project a skill or trait that they may or may not possess 
on a particular peer (positive or negative) group as means of identification or denial of the 
54 
 
 
 
process.  These combined theories explain the social nature of change and the belief in the 
change process.  Blended instruction in the classroom is a change from the existing nature of 
instruction that relies not only on the technology, but the individuals interacting with the 
technology.  Projection Theory in the attributive application relies on the social need for an 
individual to change to conform to an accepted best practice.  Social Cognitive Theory relies not 
on the individual, but the reciprocal nature of a social setting to really expand the impact. Both of 
these theories result in constructs that directly impact the change nature of education and blended 
instruction.   
Crowne and Marlow (1964) defined social desirability as the tendency of an individual to 
respond in a manner which would be perceived as overly positive. Social desirability bias holds 
that the individual provides responses in a manner, which is perceived as favorable regardless of 
individual’s true feelings or understanding (Moorman & Podsakoff, 1992).  Social desirability 
bias is documented in an educational setting through the way students respond to a lecturer 
(Korstanje, 2012).  Densten and Sarros (2102) found the same social desirability bias in a study 
of leadership, citing forward facing impressions by the leaders as a driving factor in the 
responses.  The desire to appear in a positive light in a leadership setting increased the reported 
social desirability of the reported trait.  Ross, Greene, and House (1977) examined how social 
desirability can lead to false consensus.  The resulting dissonance between the perceived 
consensus of the group and the individual buy in results in an increased amount of time and 
focus directed towards the perceived consensus (Guazzini, Yoneki, & Gronchi, 2015).  Zemore 
(2012) shifted the examination of social desirability to focus on individuals identifying with a 
skill or trait that he wanted to possess and the accompanying motivation.  Wojcik and Ditto 
(2014) examination of the traits of happiness and motivation found that social desirability 
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increased the reported levels of happiness and motivation.  A contributing factor for the social 
consensus potentially resulting from social desirability may rely on the hypothetical or 
unverifiable nature of the trait, characteristic, or skill (Ross, Greene, & House, 1977).  The 
nature and definition of happiness varies by individual while research found that the application 
of social desirability to this unverifiable trait increased the reported levels of happiness (Wojcik 
& Ditto, 2014).  Social desirability has been shown to develop a perceived consensus and a 
higher level of motivation towards achievement in individuals (Dys-Steenbergen, Wright, & 
Aron, 2016). 
Bandura (1986a) defines self-efficacy as one of the three developed psychological 
constructs which result from Social Cognitive Theory.  Self-efficacy is defined as an individual’s 
confidence in his/her ability to execute or complete tasks (Bandura, 1997).  The impact of self-
efficacy is demonstrated in many social sciences including the educational setting with student 
and teacher efficacy.  Teacher efficacy is defined as a teachers’ abilities to complete actions or 
directions to fill the occupational role of a teacher (Skaalvik & Skaalvik, 2010).  Research 
suggests teachers with reported high rates of teacher efficacy demonstrate higher levels of 
instructional quality as reported by both other teachers and students (Holzberger, Phillipp, & 
Kunter, 2013).  Further, Dixon et al. (2014) holds that a component of teacher efficacy is the 
willingness of the teacher to implement the tool or change in the classroom.  Buchan (2014) 
found an individual’s capcity to adapt to a changed environment is a cognizant choice by the 
individual.  Chin, Li,  and Leung (2016) find positive supervisor support has a direct impact on 
the reported levels of general efficacy of individuals in an organzation.  An teacher’s perception 
of a leader practicing a transformational leadership style increases the level of organzational 
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value felt by the teacher and as a result that teacher’s level of self-efficacy (Hannah, Peng, & 
Schaubroeck, 2015).  
According to the 2013 review of policy and practice, 24 states, as well as the District of 
Columbia, are using a blended instruction approach (Watson, Murin, Vashaw, Gemin, & Rapp, 
2013).  Baepler, Walker, and Driessen (2014) identify several factors influencing schools and 
institutions to shift to blended learning instruction as an educational option such as the growing 
population, rising enrollments, scarcity of space, and economic impact.  Data collected around 
blended implementations by Kazu and Demirkol (2013) and Smith (2013) have shown mixed 
academic results.  Institutions are rushing to embrace the blended learning enironment while 
utilizing a broad or nebulous definiton of blended learning instruction, making the 
documentation of the level to which blended instruction is actually occurring in classrooms 
diffuclt to determine (Graham, Woodfield, & Harrison, 2013).  However, focus groups have 
indicated that the blended learning instruction is known as an instructional practice which holds 
merits for his/her classroom and students (Parks, Oliver, & Carson, 2016).  The result found by 
Kunnari and Ilomki (2016) shows that teachers tend to teach in both world settings when 
implementing a change in the instructional process.    
Teachers must let go of their traditonal instructional practices for the implementation and 
successful adoption of new instructional stratigies.  A socially desirable construct impacts 
individual in a manner in which they immerse themselves more deeply in the social setting 
around the identified construct, allowing for motivation to change to impact the individual 
(Zenmore, 2012). The motivation for change can serve as linkage between self-efficacy of the 
individual and the resulting teacher behavior (Mahmoee & Pirkamali, 2013).  Kim, Kim, Lee, 
Spector, and Demeester (2013)  identify a need to examine  teachers’ beliefs  around teaching 
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when integrating technology into the instructional practices in order to have a higher level of 
implementation and successful adoption.  Digital fluency and individual confidence with 
emerging technologies by the instructor are seen as a potential barrier to scaled implementation 
of blended learning (Johnson, 2014).   
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CHAPTER THREE: METHODS 
Overview 
The implementation of new skills or instructional strategies in schools and classrooms 
nationwide is undergoing increasing demands due to a number of external and internal factors.  
This chapter will address the design, research question, instrumentation, procedures, and data 
analysis used in the research process.  The conceptual knowledge of the research focused on two 
theories: Projection Theory and Social Cognitive Theory. The related research discusses how 
these theories impact the understanding and application of social desirability and teacher 
efficacy.  Blended Learning is broadly defined as pedagogical approach to learning where the 
student has control to some degree over the time, place, pace, and path of the learning process 
(Horn & Staker, 2015).  When examining the day-to-day components of the implementation of 
blended learning the level of both teacher and student interaction with the technology and the 
manner of collaboration utilizing the tools help to define fidelity of implementation (Oliver, 
2014).  This chapter will address the factors that impact the design and implementation of the 
blended learning model.  This chapter will conclude with a discussion of the methods employed 
to reduce errors in the data analysis and provide a pathway for further data examination.  
Design 
This quantitative study used a correlational design to examine the relationship between 
social desirability for the implementation of blended learning instruction and teacher efficacy.  
The purpose of this study was to determine if a relationship exists between the predictor variable 
of social desirability as previously defined and the criterion variable of teacher efficacy for the 
implementation of blended learning instruction.  Lim and Eo (2014) used a correlational design 
in a study that examined teacher efficacy and school organizational climate.  According to Gall 
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and Borg (2007) this type of research is appropriate based on the desire to measure the direction 
and magnitude of a relationship between two variables using correlational statistics.  
Research Question 
 RQ1: Is there a relationship in the reporting of social desirability for blended learning 
instruction and teacher efficacy in secondary teachers?   
Null Hypotheses 
H01: There is no significant correlation between social desirability for the 
implementation of blended learning instruction as measured by Blended Practice Profile and 
teacher efficacy as measured by the Teacher Sense of Efficacy Scale for blended instruction in 
secondary teachers.   
H02: There is no significant correlation between social desirability for the 
implementation of blended learning instruction as measured by Blended Practice Profile and 
teacher efficacy as measured by the Teacher Sense of Efficacy Scale on the subscale of 
instructional strategies in secondary teachers.  
H03: There is no significant correlation between social desirability for the 
implementation of blended learning instruction as measured by Blended Practice Profile and 
teacher efficacy as measured by the Teacher Sense of Efficacy Scale on the subscale of student 
engagement in secondary teachers.   
Participants and Setting 
The population for this study was comprised of de-identified archival data collected from 
226 secondary teachers who completed the Blended Practice Profile survey as part of several 
district initiatives to shift the instructional practices in classrooms to a blended instructional 
delivery of content.   The respondents to the survey were 69% female and 31% male. The 
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ethnicities reported were 66% white, 20% Black or African American, 3% Hispanic or Latino, 
1% American Indian or Alaskan Native, 1%Asian/Pacific Islander, and 9% not identified. The 
educational level of the respondents was 34% Bachelors, 33% Masters, 23% Master’s Plus, 4% 
Ed.S., 1% Ed.D./Ph.D. and 2% other.  The length of teaching time for the respondents was 5% 
teaching less than 1 year, 17% teaching between 1-4 years, 20% teaching between 5-9 years, 
21% teaching 10-14 years, 13% teaching 15-19 years, and 18% teaching between 20-24 years. 
The classroom teaching environment for the respondents was 90% teaching in a physical 
classroom, 9% floating between multiple classrooms, and 1% teaching online.  The teachers 
voluntarily completing the Blended Practice Profile survey online teach in seven middle and high 
schools in several separate geographical locations in the United States as part of multiple 
districts’ preparation for implementation and successful adoption of blended learning as a new 
instructional strategy.  All data belonging to the individuals participating in the study will be 
scrubbed of personally identifiable information to ensure anonymity.  Categorical data collection 
from the survey will include location, male/female, years teaching 10-year increment ranges, 
grade level taught, and highest degree received.   
  For this study, the number of participants sampled was 226, which will exceed the 
required minimum for a medium effect size.  According to Gall et al. (2007), 66 participants are 
the required minimum for a medium effect size with statistical power of .7 at the .05 alpha level.  
The population for this study were all teachers completing the Blended Practice Profile survey as 
a portion of a professional development plan in several separate geographical locations in the 
United States as part of multiple districts’ preparation for implementation and successful 
adoption of blended learning.  
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Instrumentation 
 For this study, one instrument was used to measure the variable of social desirability for 
the implementation of blended learning instruction and teacher efficacy.  The Blended Practice 
Profile was used as a measure of social desirability for the implementation of blended learning 
instruction.  The questions related to teacher efficacy occured at the end of the survey and used 
the TSES (Teacher Sense of Efficacy Scale) to measure overall efficacy and the level of efficacy 
on the three subscales of classroom management, instructional strategies and student engagement 
(Tschannen-Moran & Woolfolk, 2001).  
The purpose of the Blended Practice Profile tool was to measure the level of social 
desirability for blended instructional practices and the level of implementation and fidelity of 
those instructional practices occurring in the classroom.  The Blended Practice Profile was an 
instrument designed in response to survey of teachers by the organization iNACOL that found 
teachers had a desire to understand and receive professional development for blended instruction. 
The Blended Practice Profile was developed utilizing the current organizational and educational 
practices of blended instruction and is aligned to Dr. Oliver’s Framework for Blended 
Instruction. (Oliver, 2014).  The purpose of the instrument is to measure the level of social 
desirability for blended instructional practices and the level of implementation and fidelity of 
blended instructional practices occurring in the classroom.  
To ensure the validity of the instrument, the approximately 100 questions used in the tool 
were reviewed in 2014 by a national sample of subject matter experts (Parks, Carson, & Oliver, 
2016).  The survey was administered to 366 participants for the validation of the tool.  (Michigan 
Virtual Learning Research Institute, 2016).  The survey tool consisted of 100 questions and used 
a seven-point Likert scale, which ranged from Almost Never True to Always True.  Responses 
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were as follows: Almost Never True = 1, Usually Not True = 2, Sometimes but Infrequently 
True = 3, Occasionally True = 4, Usually True = 5, Almost Always True = 6, and Always True = 
7. The combined possible score on the Blended Practice Profile ranged from 33 to 231 points 
with 33 being the lowest level of understanding and application of blended instructional strategy 
and 231 being the highest level of the understanding and application of the blended instructional 
strategy.  While the Blended Practice Profile survey tool is a collection tool that was recently 
developed the survey tool was utilized in a study examining professional development and 
teacher readiness for blended pedagogy that appeared in the peer-reviewed Journal of Online 
Learning Research (Parks, Oliver, & Carson, 2016).  Completion of the online survey takes 
approximately 30-45 minutes based on the reflection on practice by the individual. Upon 
completion, the survey has the scoring auto generated and the participant receives a brief 
overview of their responses.  The Cronbach’s alpha used to measure the internal reliability of the 
tool was .95 (Parks, Carson, & Oliver, 2016). (See Appendix B for letter of permission). 
 The second instrument used was the Teacher Sense of Efficacy Scale (short form) (Parks, 
Oliver, & Carson, 2016). The purpose of this instrument is to measure the level of efficacy a 
teacher has regarding aspects of a classroom. The development of the survey tool was born out 
of a need to measure a key construct that has a large impact on teachers, teaching and students.  
The work began with the Rand researchers in the 1960’s and then was further developed by 
Gibson and Dembo in the early 1980’s (Tschannen-Moran & Woolfolk, 2001).  The tool was 
developed by two researchers and eight graduate students that reviewed and vetted the questions 
that were being used to determine the measure of teacher efficacy.  In addtion to the vetting of 
the content of the survey the construct validity for the short form of the survey was established 
by conducting a correlation to other tools measuring teacher efficacy (Kerlinger, 1986).  This 
63 
 
 
 
survey tool consisted of 12 questions and used a nine-point Likert scale which ranged from 
Nothing to A Great Deal.  Responses were as follows: Nothing = 1, A very Little = 3, Some 
Influence = 5, Quite A Bit = 7, and A Great Deal = 9.  The combined possible score on the TSES 
range from 6 to 60 points with 6 being a lowest level of teacher efficacy and 60 being the highest 
level of teacher efficacy. The measure of internal reliability for the survey was a Cronbach’s 
alpha .90.  This instrument is also used to measure the level of teacher efficacy around the 
correlated factors of: efficacy in student engagement, efficacy in instructional practices, and 
efficacy in classroom management.  For each of the subscales the reported Cronbach’s alphas 
were as follows: student engagement .81, instructional strategies .86, and classroom management 
.86.  The survey takes between 5-10 minutes to compete based on the level of reflection by the 
individual taking the survey.  The Blended Practice Profile was combined with the Teacher 
Sense of Efficacy Scale to make one complete online survey.  Permission to use the collected 
data was granted by the owner of the data, Dr. Wendy Oliver (See Appendix B for letter of 
permission). 
Procedures 
 The researchers sought and secured IRB approval from Liberty University to conduct the 
research.  (See Appendix A) This research used archival data from previous implementations of 
this self-reporting survey tool.  A completion rate of 226 respondents to the survey meet the 
required numbers (66) for a medium effect size of .7 and an alpha level of a=.05 (Gall et al., 
2007).  The use of the collected data is owned by the developer of the survey instrument Dr. 
Wendy Oliver.  The use of the collected data was requested from Dr. Oliver and permission was 
received and granted for the purpose of this study (See Appendix B for letter of permission). 
Participants received an email communication providing directions for the completion of the 
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survey.  
Data Analysis 
The data collected in this study was analyzed using a bivariate Pearson correlation, also 
called Pearson product-moment correlation coefficient or Pearson’s r. “The product-moment 
correlation coefficient (r) is computed when both variables that we wish to correlate are 
expressed as continuous scores” (Gall, Gall, & Borg, 2006, p. 347).  Both descriptive and 
inferential statistics for the data set were completed and reported.  The sample size collected 
from the archival data is 226, providing a large enough base of responses to meet the required 
numbers (66) for a medium effect size of .7 and an alpha level of a=.05 (Gall et al., 2006).  SPSS 
software will be used to complete the analysis of the data collected.   
The analysis of the collected data began with completing descriptive statistics including 
the mean and standard deviations for each of the variables collected in the archival data.  Next, 
the data was screened to ensure all were complete.  Box and whisker plots were completed to 
identify any data points considered outliers (Gall, Gall, & Borg, 2007).  A total of seventeen 
individual data points were identified as outliers through the box and whiskers plots.  These data 
points were removed from the analysis based on the nominal potential impact on the data set as 
determined by the original size of the data set more than meeting the required number of data 
points for analysis 
The analysis of the data then utilized histograms to examine the assumption of normality 
in distribution.  With normality of distribution of data established the assumption of linearity, 
bivariate outliers and bivariate normal distribution was met by using a scatter plot of both the 
predictor (x) and criterion (y) variables.  The results of the scatter plot of the data were examined 
to determine the display of a “cigar shape” map plot.  The “cigar shape” map plot was observed, 
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and assumption of bivariate outliers and linearity was met.    
A Pearson product-moment correlation was conducted to evaluate the relationship 
between social desirability and teacher efficacy in order to test each of the null hypotheses.  A 
Pearson correlation was used as the statistical tool for this research as it compares the 
relationship of one continuous variable and a dichotomous variable when examining a sample 
population (Gall, Gall, & Borg, 2006).  A strong relationship can be determined if the resulting 
data produces an r between -1 and -.08 or .08 and 1 (Warner, 2013).  The archival data collected 
contains 226 responses to the survey which will be used in the research to determine the resulting 
degrees of freedom (df), the observed r value (r) with a level of significance (p).   
In order to adjust for the data analysis running three correlations and the possibility of 
Type I errors occurring, a Bonferroni correction was completed.  A Bonferroni correction is used 
to adjust the p value when multiple statistical tests are being performed simultaneously on a 
single data set.  For this research, the calculation for the Bonferroni correction began with an 
alpha of 0.05, was then divided by the number of comparisons 3 or P=0.05/3.  The result of 
running this correction meant that the alpha level will be lowered to a p < .0167.  If data analysis 
provides a statistically significant effect a post hoc analysis will be completed (Warner, 2013).      
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CHAPTER FOUR: FINDINGS 
Overview 
This study examined a possible correlation between social desirability for the 
implementation of blended learning instruction and teacher efficacy.  The predictor variable was 
the self-reported level of social desirability for blended learning instruction.  The criterion 
variable was the reported level of teacher efficacy with the addition of a comprehensive view on 
the subscales of instructional strategies and student engagement. 
This chapter begins with a review of the research question that navigates this study,  
followed by the three null hypotheses associated with that question.  The descriptive statistics are 
presented first followed by results of the data analyses. 
Research Question 
RQ1: Is there a relationship in the reporting of social desirability for blended learning 
instruction and teacher efficacy in secondary teachers?   
Null Hypothesis 
H01: There is no significant correlation between social desirability for the 
implementation of blended learning instruction as measured by Blended Practice Profile and 
teacher efficacy as measured by the Teacher Sense of Efficacy Scale for blended instruction in 
secondary teachers.   
H02: There is no significant correlation between social desirability for the 
implementation of blended learning instruction as measured by Blended Practice Profile and 
teacher efficacy as measured by the Teacher Sense of Efficacy Scale on the subscale of 
instructional strategies in secondary teachers.  
H03: There is no significant correlation between social desirability for the 
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implementation of blended learning instruction as measured by Blended Practice Profile and 
teacher efficacy as measured by the Teacher Sense of Efficacy Scale on the subscale of student 
engagement in secondary teachers.   
Descriptive Statistics 
Descriptive statistics, including the means and standard deviations, were calculated for all 
reported variables.  Results are presented in Table 1.  When reporting on continuous variables, 
means and standard deviations are the appropriate descriptive statistics to report (Ritchey, 2008).  
The descriptive statistics were completed for both the Blended Practice Profile and for the 
Teacher Sense of Efficacy Scale.  Additional descriptive statistics were completed on the 
subscales of instructional strategies and student engagement contained in the Teacher Sense of 
Efficacy Scale as these subscales are used in correlations in the study.  
Table 1: Means and Standard Deviations 
Means and Standard Deviations 
Descriptive Statistics 
 Mean Std. Deviation N 
Blended Practice Profile Survey 309.3574 74.42464 226 
Teacher Sense of Efficacy Scale   92.7124 10.26414 226 
Teacher Sense of Efficacy Scale – 
Instructional Strategies Subscale 
29.0000 4.70555 226 
Teacher Sense of Efficacy Scale – 
Student Engagement Subscale 
31.7168 3.73207 226 
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Results  
 
Data Screening 
Data screening was completed to examining possible outliers and missing data points for 
both the predictor and criterion variables for all three-null hypotheses. Box and whiskers plots 
provided visual data and identified outliers. (Green and Salkind, 2014).  No individuals were 
removed from the data set due to missing information.  The online survey system would not 
allow the individual to move through the survey with incomplete information.  A total of 
seventeen individual data points were identified as outliers through the box and whiskers plots.  
This data points were removed from the analysis based on the nominal potential impact on the 
data set based on the original size of the data set more than meeting the required number of data 
points for analysis. The box and whisker plots are shown in figures 1-4.  
 
Figure 1. Box and Whiskers for Blended Practice Profile. 
Figure 1 shows 5 outliers (50, 188, 210, 246, and 296) for Blended Practice Profile 
survey tool.   
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Figure 2. Box and Whiskers for Teacher Sense of Efficacy Scale. 
Figure 2 shows 9 outliers (8, 19, 90, 187, 190, 196, 220, 227, 288) the total Teacher 
Sense of Efficacy Scale. 
 
Figure 3. Box and Whiskers for Teacher Sense of Efficacy Scale - Subscale of Instructional 
Strategies. 
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Figure 3 shows 1 outlier (93) for Teacher Sense of Efficacy Scale on subscale of 
instructional strategies. 
 
Figure 4. Box and Whiskers for Teacher Sense of Efficacy Scale - Subscale of Student 
Engagement.  
Figure 4 shows 8 outliers (19, 90, 190, 195, 196, 220, 227, 263) for the Teacher Sense of 
Efficacy Survey subscale of student engagement.  
Assumption Tests 
 The assumption of normality was examined using histograms for the all variables. A 
histogram was completed for each data set to investigate the normality of distribution of the data 
set variables and after completing a review of each histogram the researcher determined to 
complete the analysis using the Pearson r.   Analysis of the all histograms provided visual 
representation of nearly normal distributions for all variables.  
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Figure 5. Histogram for Blended Practice Profile Survey. 
 
Figure 6. Histogram for Teacher Sense of Efficacy Scale. 
 
Figure 7. Histogram for Teacher Sense of Efficacy Scale - Subscale of Instructional Strategies. 
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Figure 8. Histogram for Teacher Sense of Efficacy Scale - Subscale of Student Engagement. 
The assumptions of linearity, bivariate normal distribution and bivariate outliers were 
examined using scatter plots (Warner 2013, 267-270).  Scatter plots were completed for each of 
the identified correlations.  Visual inspection of the scatter plots for each correlation identified a 
small number of bivariate outliers; however the shape of the scatterplots represented a “cigar 
shape” output indicating that the assumptions of linearity and bivariate normal distribution were 
tenable.  See Figures 9-11 for the scatter plot of Blended Practice Profile and Teacher Sense of 
Efficacy Scale utilizing the subscale of instructional strategies.   
 
 
Figure 9. Scatter plot for Blended Practice Profile Survey and Teacher Sense Efficacy Scale. 
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Figure 10. Scatter plot for Blended Practice Profile Survey and Teacher Sense of Efficacy Scale 
- Subscale of Instructional Strategies. 
 
Figure 11. Scatter plot for Blended Practice Profile Survey and Teacher Sense Efficacy Scale - 
Subscale of Student Engagement. 
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Hypothesis 
Null Hypothesis One 
For null hypothesis one, the researcher examined relationships of social desirability for 
blended instruction as measured by the Blended Practice Profile and teacher efficacy as 
measured by the Teacher Sense of Efficacy Scale.  The researcher did find a statistically 
significant relationship between social desirability for blended instruction and teacher efficacy.  
The researcher rejects the null r (226) =. 385, p < .000.  Overall there was a weak correlation 
approaching mild between social desirability for blended instruction and teacher efficacy.  See 
Table 2 for Pearson r correlations. 
Null Hypothesis Two 
For null hypothesis two, the researcher examined relationships of social desirability for 
blended instruction as measured by the Blended Practice Profile and teacher efficacy as 
measured by the Teacher Sense of Efficacy Scale utilizing the subscale of Instructional 
Strategies.  The researcher did find a statistically significant relationship between social 
desirability for blended instruction and teacher efficacy for instructional strategies. The 
researcher rejects the null r (226) =. 297, p < .000.  Overall there was a weak correlation 
approaching mild between social desirability for blended instruction and teacher efficacy related 
to instructional strategies.  See Table 2 for Pearson r correlations. 
Null Hypothesis Three 
For null hypothesis three, the researcher examined relationships of social desirability for 
blended instruction as measured by the Blended Practice Profile and teacher efficacy as 
measured by the Teacher Sense of Efficacy Survey utilizing the subscale of student engagement.  
The researcher did find a statistically significant relationship between social desirability for 
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blended instruction and teacher efficacy for student engagement. The researcher rejects the null r 
(226) = .344, p < .000.  Overall there was a weak correlation approaching mild between social 
desirability for blended instruction and teacher efficacy related to student engagement.  See 
Table 2 for Pearson r correlations. 
Table 2. Pearson r Correlations 
Correlations 
 
Blended Practice Profile 
Survey (TETS) (TETS-IS) (TETS-SE) 
Blended Practice 
Profile Survey 
Pearson Correlation 1 .325** .297** .344** 
Sig. (2-tailed)  .000 .000 .000 
N 226 226 226 226 
Teacher Sense of 
Efficacy Scale 
(TETS) 
Pearson Correlation .325** 1 .837** .832** 
Sig. (2-tailed) .000  .000 .000 
N 226 226 226 226 
Teacher Sense of 
Efficacy Scale – 
Instructional 
Strategies 
Subscale (TETS-
IS) 
Pearson Correlation .297** .837** 1 .514** 
Sig. (2-tailed) .000 .000  .000 
N 226 226 226 226 
Teacher Sense of 
Efficacy Scale – 
Student 
Engagement 
Subscale (TETS-
SE) 
Pearson Correlation .344** .832** .514** 1 
Sig. (2-tailed) .000 .000 .000  
N 226 226 226 226 
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CHAPTER FIVE: CONCLUSIONS 
Overview 
 This chapter begins with a review of the research and the statistical analysis that will be 
used to calculate for findings in this study.  Results are presented through the lens of Projection 
Theory and Social Cognitive Theory and prior research discussed in the literature review. After 
discussing results and implications, and limitations of the study, this chapter concludes with 
recommendations for future research.  
Discussion 
The purpose of this correlational study was to examine the relationship between social 
desirability and teacher efficacy for the implementation and successful adoption of blended 
learning instruction by secondary teachers in the United States.  Blended learning instruction is 
defined as an instructional strategy that leverages technology and face-to-face instruction 
working in concert with each other to raise the level of student engagement and learning 
(Graham, Woodfield, & Harrison, 2013).  According to the 2013 annual review of policy and 
practice for online and blended learning in the K-12 setting, schools in 24 states as well as the 
District of Columbia, were using a blended instructional approach (Watson, Murin, Vashaw, 
Gemin, & Rapp, 2013) with variable outcomes.  This study utilized the Blended Practice Profile 
Survey to determine the level of social desirability for blended learning instruction and the 
Teacher Sense of Efficacy Scale to determine the reported level of efficacy including the 
subscales of Instructional Strategies and Student Engagement.  The data collected in this study 
was analyzed using a bivariate Pearson correlation, also called Pearson product-moment 
correlation coefficient or Pearson’s r. “The product-moment correlation coefficient (r) is 
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computed when both variables that we wish to correlate are expressed as continuous scores” 
(Gall, Gall, & Borg, 2006, p. 347).   
Null Hypothesis One 
The first null hypothesis states: There is no significant correlation between social 
desirability for the implementation of blended learning instruction as measured by Blended 
Practice Profile and teacher efficacy as measured by the Teacher Sense of Efficacy Scale for 
blended instruction in secondary teachers.   
Mahmoee and Pirkamali (2013) found a consistent linkage between self-efficacy of the 
individual and the resulting teacher behavior and student achievement.  This consistently 
demostrated connection as it realted to the education field provided a firm foundation to examine 
other variables to determine if a correlation could be established.  Social desirabilty while being 
the subject of much research has focused on bias, but has expanded to examine social desirability 
and consensus as motivation for change.  Zemore (2012) found individuals identifying with a 
socially desirable construct tend to immerse themselves more deeply in the social setting around 
the identified construct, allowing for motivation to change that impacts the individual.  Zemore’s 
investigation into the role of social desirability was related to the cesation of smoking and the 
motivational role for change.   
The results from this study show that there is a statistically significant correlation 
between the variables of social desirability, blended learning instruction, and teacher efficacy.  
The strength of the correlation between social desirability for blended instruction and teacher 
efficacy are considered weak approaching mild with a Pearson correlation where r. = .325.  Little 
research has been completed into the impact of social desirability as a potential factor 
influencing behavior change.  However, the correlation supports the research of Zemore (2012) 
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when examining social desirability as an impact for behavioral change.  In the area of self and 
teacher efficacy, the correlation supports the research Mahmoee and Pirkamali (2013) as it 
relates self-efficacy and behavioral change.  
 When examining previous research for social or group impact this correlation supports 
the research of Vancouver, Gullekson, Morse, and Warren (2014).  Their work demonstrated that 
self-efficacy can be observed in between-person interactions as well as within the individual. 
Additionally, the research of Angelle and Teague (2014) found that shared social learning can 
build collective efficacy in a group experiencing a modeled skill or behavior.  
Null Hypothesis Two  
 The second null hypothesis stated: There is no significant correlation between social 
desirability for the implementation of blended learning instruction as measured by Blended 
Practice Profile and teacher efficacy as measured by the Teacher Sense of Efficacy Scale on the 
subscale of instructional strategies in secondary teachers.  
Blended learning instruction requires teachers to implement tools (technoloogy) and 
pedagogoy that is outside the support of the school or the professional training of the teacher.  
Instructional strategies vary due to the nature of implementing technology as part of the 
instruction.  Access to reliable technology and the complexity of the technology tools, are 
external factors which must be addressed for a successful blended learning initiative (Reid, 
2014).  Celik and Yesilyurt (2013) perceived technology efficacy as reported by the teacher 
could explain the attitudes of teachers applying technology to instructional practices within his 
classroom.   
The reported strengths of the correlations when examining the subscale of instructional 
strategies on the Teacher Sense of Efficacy Scale are considered weak approaching mild.  The 
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correlation reported here is the weakest of the three correlations reported in the research with a 
Pearson correlation where r. = .297.  The data from this correlation provides context for the 
understanding that the digital and technological features of the implementation and successful 
adoption of blended learning instruction are only one portion of a successful move to the blended 
learning environment; other pedagogical considerations must be addressed in the process 
(Benson & Kolsaker, 2015).   
Null Hypothesis Three 
 The third null hypothesis states: There is no significant correlation between social 
desirability for the implementation of blended learning instruction as measured by Blended 
Practice Profile and teacher efficacy as measured by the Teacher Sense of Efficacy Scale on the 
subscale of student engagement in secondary teachers.   
Blended learning instruction is defined as an instructional strategy that leverages 
technology and face-to-face instruction working in concert with each other to raise the level of 
student engagement and learning (Graham, Woodfield, & Harrison, 2013).  Horn and Staker 
(2105) advocate that if the blended learning enviroment provides the individual student control 
over some aspect of the time, place, path and pace of the instruction, then content engagment 
will rise.   
The reported strength of the correlation when examining the subscale of student 
engagement on the Teacher Sense of Efficacy Scale is considered weak approaching mild.  The 
correlation reported here is the strongest of the three correlations reported in the research with a 
Pearson correlation where r. = .344.  The data support the research of Deschacht and Goeman 
(2013) who found that the total proportion of students completing the coursework was slightly 
larger with the implementation of the blended instructional model.  The data also supports the 
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research of Smith (2013) who found students placed in blended versus traditional instruction 
indicated that the percieved level of learning by the students was higher in the blended learning 
implmentation (Smith, 2013).   
Conclusions  
 
The constructs of social desiability as researched by Zemore (2012) and teacher efficacy  
based on the research of Mahmoee and Pirkamali (2013) led the researcher to believe that there 
was relationship between constructs of scoial desirabilty and teacher efficacy that had not been 
collectively investigated in in ther area of educational research.  After concluding the research on 
the a large set of archival data the resulting correlation validates the findings from a focus group 
of middle school teachers where feedback indicated teachers felt the blended pedagogical 
approach to instruction was the most socially desirable instructional practice (Michigan Virtual 
Learning Research Institute, 2016).   
The findings presented here inform our understanding of the role of social desirability 
and teacher efficacy in the behavioral and cognitive change to support the implementation of an 
effective blended learning environment.  This, in turn, supports Zemore’s (2012) finding that 
individuals identifying with a socially desirable construct tend to immerse themselves more 
deeply in the social setting around the identified construct, allowing for motivation to change to 
impact the individual.  The research extends Zemore’s into the classroom and schools as we 
identify the relationship between social desiribility, motivation, and belief for change in 
pedagogy and classroom environments.   
In an organizational setting, one of the largest contributing factors to initiating a change 
in behavior is job statisfaction on behalf of not only the individual, but also the institution (Iljins, 
Skvarciany, & Gaile-Sarkane, 2015).  Pressure from the school administration to change 
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instructional practice is far less effective than a teacher’s willingness to change and a desire to be 
part of a positive change in practice. Also, the belief that he or she can be successful in 
implementing blended learning is necessary for change (Michigan Virtual Learning Research 
Institute, 2016).   The desire of teachers to implement instructional practices that enhance student 
engagement and achievement is demostrated in the literature.   
This current study adds to the literature that has examined the impact of a positive suport 
environment and teacher efficacy.  Goddard, Goddard, Kim, and Miller (2015) have shown that 
the instructional leadership in a school is a positive predictor of the efficacy beliefs of the group.  
Chen, Li and Leung (2016) also found that the impact of positive supervisor support to 
demostrate that the postive support had a direct impact on the reported levels of general-efficacy 
of individuals in the organzation.  With the impact of school leadership established Parks, Oliver, 
and Carson (2016) found despite support from school leadership, teachers were not sure how to 
implement these instructional strategies in their daily practices.  Graham et al. (2013) highlights 
the need for setting expecations, measures, common language, and definitions of the type of 
program being implemented.  Hinrichsen and Combs (2013) found that simply identifying 
instruction as blended learning instruction does not produce unified understanding of the 
instructional practice and the process of implementation.  
Implications 
Several driving factors are causing the shift to blended learning instruction as an 
educational option such as the growing population, rising enrollments, scarcity of space, and 
economic impact (Baepler, Walker, & Driessen, 2014).  These factors are placing an increasing 
emphasis and pressure to change instructional strategies in the classroom that could positively 
impact student engagement and achievement.  It is important to identify and understand all 
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possible factors that influence the behavioral change process.  The results of this research of a 
statistically significant relationship for social desirability for blended learning instruction and 
teacher efficacy, provide insight into the behavioral change process.  The implications in this 
study with regards to social desirability agree with Zemore (2012) who found individuals 
identifying with a socially desirable construct tend to immerse themselves more deeply in the 
social setting around the identified construct, allowing for motivation to change which impacts 
the individual.  
The level of self-efficacy has been traditionally examined as a within-person 
phenomenon. Research has demonstrated that self-efficacy can be seen in between-person results 
(Vancouver, Gullekson, Morse, & Warren, 2014).  The setting for all individuals in this study 
was a school setting which by the nature of the shared responsibilities of the school community 
represents a social setting.  Angelle and Teague (2014) found collective willingness and shared 
learning can build collective efficacy in a group experiencing a modeled skill.  The implications 
of this study draw together the construct of social desirability and building of social consensus 
for change as potential influence on the collective efficacy for change.  By only focusing on the 
teacher efficacy for implementation and fidelity to blended learning the district or school are 
potentially missing an opportunity for larger scale impact.  The social aspect of a district and 
school provides a fertile ground for the impact of social desirability on the development of 
consensus.  With consensus taking root in the social setting there is a greater opportunity for 
teachers and schools to support each other in a desirable change effort.  Schools and districts 
need to expand on any potential leverage for change that will impact student engagement and 
achievement.   
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Change in instructional practices will occur in classrooms, schools, and districts as 
standards and practices shift to meet the ever-changing needs of governments, cities, school 
districts, teachers, and classroom environments.  As a result of professional development, 
research articles, and coverage in the educational technology press, there is now a convergent 
body of evidence that blended instruction in the K-12 setting has become a socially desirable 
construct (Watson, Pape, Murin, Germin, & Vashaw, 2014).  The implication of the research is 
that a combination of understanding and leveraging the role of social desirability and teacher 
efficacy in the change process could produce higher results in fidelity of effective  
implementation of blended learning. 
Limitations 
When examining the following three main components of this research, social 
desirability, teacher efficacy and blended learning, two components, social desirability and 
blended learning, may limit the generalizability of findings. To examine social desirability, we 
utilized self-report data and in doing so, we may have introduced bias.  In regard to the 
examination of blended learning, we encountered many variant definitions and levels of 
implementation. 
Social desirability is defined as the tendency of an individual to respond in a manner that 
is perceived to be overtly positive (Crowne & Marlowe, 1964).  This understanding of the 
construct of social desirability has led to examining the role of the construct with regard to bias.  
Social desirability bias as an extension of social desirability construct shows some individuals 
will respond to questions or prompts in a manner they believe to be the desirable choice instead 
of their true feelings about the topic (Brenner & DeLamater, 2014).  The representation becomes 
that teachers may be reporting the level of social desirability with a more negative connotation of 
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bias in reporting.  When utilizing a self-reporting survey, it could produce a higher level of bias 
(Tracey, 2016) potentially begins the process of consensus effect.  The limitations of this study 
reside in the understanding that little research has been conducted on the role of social consensus 
as s positive motivator for change.  Zemore (2012) examined the force of social desirability in 
the change of personal behavior, but the findings were not examined in an educational setting 
and collective change was not considered.  
The second component that develops as a limitation of this study is blended learning.  
While schools are adopting the terminology and the belief that blended learning instruction is a 
part of their schools or district the wide the limitation lines in the understanding of the definition 
and observation of the practice.  Graham, Woodfield, and Harrison (2013) nebulous definitions 
of blended learning instruction may add to the belief that schools and teachers are implementing 
blended learning instruction.  Although the Blended Practice Profile provides concrete examples 
of activities that are associated with blended learning it does not speak to the fidelity of the 
implementation.  Hinrichsen and Coombs (2013) highligthed the process of simply identifying 
instruction as blended learning instruction does not produce a convergent understanding of the 
instructional practice.  Without a clear understanding of both theory and practice of blended 
instruction, identifcation and implementation of the instructional practice will serve as a 
limitation to this study.  The data for this research was gathered from several districts throughout 
the United States who were in the process of implmenting blended learning instructional 
practices into schools and classrooms. Thus, the findings for this study can not be generalized 
beyound the population that was studied.  
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Recommendations for Future Research 
1. Schools and teachers should be surveyed to determine their operational definitions of 
blended learning instruction and environments.  
2. Further research should be conducted on the motivation to change instructional pedagogy 
in classrooms and homes.  
3. Further research could be conducted on the implementation of blended learning from the 
lens of student engagement and student efficacy.  
4. Qualitative studies to investigate blended learning instruction from the lens of teachers 
and students. 
5. Utilize the correlations already completed in the Blended Practice Profile survey and 
Teacher Sense of Efficacy Scale subscale of Classroom Management to examine those 
implications. 
6. Utilizing the correlations already completed, the domains contained within the Blended 
Practice Profile survey and Teacher Sense of Efficacy Scale could be examined for 
additional study implications.  
7. Additional studies could be completed utilizing the Blended Practice Profile and Teacher 
Sense of Efficacy Scale while examining the level of support and coaching provided for 
the instructional change.  
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Appendix A 
Dear Doug Renfro, 
 
The Liberty University Institutional Review Board has reviewed your application in accordance 
with the Office for Human Research Protections (OHRP) and Food and Drug Administration 
(FDA) regulations and finds your study does not classify as human subjects research. This means 
you may begin your research with the data safeguarding methods mentioned in your IRB 
application.  
 
Your study does not classify as human subjects research because it will not involve the collection 
of identifiable, private information.  
 
Please note that this decision only applies to your current research application, and any changes 
to your protocol must be reported to the Liberty IRB for verification of continued non-human 
subjects research status. You may report these changes by submitting a new application to the 
IRB and referencing the above IRB Application number. 
 
If you have any questions about this determination or need assistance in identifying whether 
possible changes to your protocol would change your application’s status, please email us at 
irb@liberty.edu. 
 
Sincerely, 
 
G. Michele Baker, MA, CIP 
Administrative Chair of Institutional Research 
The Graduate School 
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